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Abstract 
This research study examines the negotiations of two Foundation Phase (FP) beginner teachers’ 
professional identities within their communities of practice in relation to their initial teacher 
training. The study was conducted with two FP beginner teacher candidates during their early 
years of professional teaching. The theoretical framework consists of a triangulation of the 
following theoretical aspects: initial teacher training and Wenger’s (2009) theory on 
communities of practice, which is related to the participants’ context of employment and 
professional identity. The study focused on the negotiations of the professional identities that 
take place in the two participants’ communities of practice based on the fact that they both 
received their teacher training at The Wits School of Education, and that they are both currently 
teaching in Johannesburg inner city schools.  
A qualitative research method was undertaken in attaining data, through three semi-structured 
interviews with the two FP beginner teacher participants. The tool of analysis employed was 
thematic content analysis which served to identify patterns that emerged from the data sets and 
which related to the research questions. An analysis of the data obtained revealed a total of eight 
themes, which can be intrinsically linked to the participants’ actual beginner teaching 
experiences, connections with their learners and parents, and their teaching methods. The 
analysis of these themes highlighted the multiple aspects that contributed to the participants’ 
negotiations of their professional identities, such as their emotions, personal identities and their 
ability to connect the theory and practice of the content learned during their teacher training.  
The results strongly suggest that it is essential to explore FP beginner teachers’ negotiations of 
their professional identities, as they will reveal the shortcomings in teacher training, the 
challenges in transitioning from student teacher to professional teacher roles, and the factors that 
hinder the teaching and learning process. These include the disjuncture between theory and 
practice, communicative language barriers, and the lack of support and guidance from 
leadership. 
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Chapter One 
Understanding Beginner Foundation Phase Teacher Identity 
 
1.1 Introduction and Background of the Study 
This research is a study on the negotiations of two Foundation Phase (FP) beginner teachers’ 
identity within their communities of practice. The study explores the nature of the 
interconnectedness between teachers’ views and assumptions, as well as interpretations of 
their identity negotiations emanating from personal experiences, educational experiences, 
and professional experiences.  These, in turn, shape beginner teachers’ identity development. 
At the Wits School of Education (WSoE), the Bachelor of Education (B.Ed.) course is 
designed to equip pre-service teachers with the necessary pedagogical knowledge that will 
enable them to teach efficiently and effectively once qualified as teachers in their respective 
phases. The following quote comes from the WSoE website, highlighting what the WSoE 
has to offer for prospective and existing aspiring student teachers:  
 
The Wits School of Education (WSoE) offers high-quality teaching and research 
through thoughtfully developed undergraduate and postgraduate programmes. Further 
to this we offer teacher development in diverse subject areas for in-service teachers. 
As a student at the WSoE you can expect to be part of a vibrant intellectual and 
scholarly community.  
 
(Retrieved 15/08/2016 from https://www.wits.ac.za/education/#sthash.knrquCFP.dpuf ) 
 
The teacher’s role is one that is often not explicitly voiced to prospective beginner teachers during 
their pre-service training, due to the fact that the teacher training curriculum is based primarily on 
academics, methodology courses, and the teaching experience (TE) – practical components of a 
largely theoretical degree – as opposed to interpersonal development. The role of teaching and 
learning is described by Hayes (2013) as a process of positively influencing and enriching the lives 
of young children through fun and fulfilling ways which stimulate them to have healthy 
relationships and become contributing citizens of society. 
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It is therefore imperative to take into account the views that beginner teachers have of themselves 
in relation to both their personal identities and initial teacher training because these views of self-
play a role in the development of their professional identities (Beijaard, Verloop & Vermunt, 
2000). The Vygotskian sociocultural perspective suggests that beginner teachers have multiple 
identities, which they have to negotiate with and change according to their circumstances and 
contexts (Johnson & Golombek, 2016). For example, in the classroom the teacher is seen as the 
figure of authority by the learners, but is still subordinate to the principal – this may influence how 
the teacher constructs his or her professional teacher identity, as well as how he or she constructs 
classroom spaces and practices. These power dynamics, as explained by Blase (1991), are crucial 
to beginner teachers constructing their professional identities, as they serve the foundation on 
which they establish their professional authority or lack thereof. This is based on whether there is 
greater collaboration or conflict between the beginner teacher and their learners and figures of 
authority, such as the Head of Department (HOD) or the principal (Blase, 1991).  
 
There is a substantial amount of research from all over the world about beginner teachers, their 
identities, their working practices, and many other important aspects that contribute to the holistic 
view of the beginner teacher (Hong, 2010; Smith & Ingersoll, 2004; Watkins & Whalley, 1993). 
However, there needs to be a wider scope of research conducted on the negotiation between the 
communities of practice and professional identity of beginner teachers in South Africa. Because 
South Africa has such a wide variety of contexts that the beginner teacher may find herself/himself 
studying and working in, within both the private and public education sectors – including 
township, rural or inner city schools – if teacher training caters to a specific context, it would make 
it difficult for beginner teachers to adapt the methodologies to the communities of practice they 
find themselves in. It may be challenging for curriculum developers of the teacher training 
programmes to cater to all these various contexts, therefore the content taught during the teacher 
training may or may not be adaptable in various contexts (inner city, rural, suburban, township).  
 
There is much uncertainty when trying to label beginner teachers according to their experience, 
due to the fact that some beginner teachers only practice as professionals’ years after they acquire 
their qualifications. Newly graduated beginner teachers could have chosen to start teaching in their 
early twenties or they may have chosen different career paths and only come back into the 
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schooling system to teach in their late thirties and forties (Arends & Phurutse, 2015; Feiman-
Nemser, 2003).  
Beginner teachers are identified as having between one and three years of teaching experience, 
and no matter their age, if the qualified individual lacks classroom teaching experience, they are 
often seen as inferior and under-experienced. The quote below highlights the fact that beginner 
teachers often leave the teaching profession in their first three years of teaching, which impacts on 
the manner in which the education system is supposed to progress. This is due to many beginner 
teachers leaving the profession without having worked in it long enough to establish stable 
teaching careers, or moving abroad to teach in better working conditions with higher remuneration.  
According to Arends & Phurutse (2009) statistics show a low retention of beginner 
teachers in the teaching profession. This trend has serious implications for learner 
outcomes, given the contribution teachers can and should make to learner achievement. 
Beginner Teachers in South Africa is the first wide-scale study of teachers in the first 
three years of their careers and offers substantive evidence suggesting the need for 
interventions to support them (Arends & Phurutse, 2009, para. 1). 
 
1.2 Problem statement 
The transition from the university environment to the schooling environment is often not a smooth 
one (McLaughlin & Talbert, 2006), which makes it that much harder for beginner teachers to adjust 
to their new environments. This is in consideration of the fact that there is a gap between the two 
supposed roles that the beginner teachers have to transition between. Being a student teacher is 
different to being a professional teacher, as they are two separate roles – it is expected that the 
student teacher is able to apply the theories learned in their teacher training to the classroom 
context, whereas the professional teacher has to not only apply the theory to their context, but also, 
for example, deal with the everyday politics and administration related to working at a school. 
Each role comes with its own specific responsibilities and expectations and the ability to adapt to 
the given context (Tang, 2003). There seems to be a lack of beginner teacher research within the 
South African teaching context, which makes it difficult to establish what the nature is of the 
transition, gaps and expectations of the beginner teachers going into their professional roles as 
teachers, as well as what the expectations are from the teacher educators, the school leaders, and 
other stakeholders in the education industry as a whole. 
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Hong (2010) affirms the lack of support for beginner teachers from various stakeholders within 
the schooling system, such as principals, heads of grade and their veteran teacher colleagues, to 
help them with the induction and/or mentorship into their specific school cultures and contexts. 
For example, beginner teachers are often left to their own devices when they arrive in their first 
week as professionals; it is expected of them to know what to do with the learners, which resources 
to use, and how to employ the methodologies that were taught. There are ways of improving 
teacher quality which have been under consideration by the government (in South Africa) since 
the launch of the 2011-2025 integrated strategic planning framework (King, 2016). The plan 
addresses the career of a teacher through a number of phases: recruitment, preparation, induction 
into the world of work, and continuing professional development. An online article written by 
King (2016) focused on one of these phases: moving from university studies into a challenging 
workplace context that involves dealing with children and colleagues at school. 
However, there is no policy that governs the implementation of induction and/or mentorship 
programmes from the South African Department of Basic Education (DBE) for beginner teachers 
(Hafferty & Franks, 1994). According to Wong (2004), there is a need for induction programmes 
for beginner teachers which supports the main aim for his research study titled: Induction 
Programs That Keep New Teachers Teaching and Improving. This is linked to this research study, 
which will attempt to investigate how beginner teachers negotiate their professional identities 
within the South African context. Beginner teachers’ induction and mentorship, or lack thereof, 
influence their professional identities because there are particular aspects that influence the use of 
certain methodologies and teaching practices. Furthermore, they may interact with other teachers 
in their environment who may have been employed through those channels of support or who did 
not receive professional support.  
Since the DBE has been changing the national curriculum over a period of seventeen years, there 
have been more opportunities for veteran teachers to get in-service training to help them 
understand and adapt to the new curriculum by teaching them new skills and theories to enhance 
teaching and learning in the FP (DBE, 2011). However, there seems to be a lack of opportunities 
to induct beginner teachers into the teaching profession. Beginner teachers are not seen as ‘proper 
teachers’ because they lack the experiential credentials, despite having the qualifications to enter 
into the teaching profession (Kelchtermans & Ballet, 2002). A ‘proper teacher’ is someone who 
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has been teaching in the classroom for more than five years, and who has had those years to 
negotiate their professional and personal identities to help enhance their teaching and learning 
experiences in the classroom. The idea of induction involves the beginner teacher being mentored 
by a veteran teacher to explore the application of the theory studied in their initial teacher training 
while attaining their degrees and integrating that into the classroom of a specific context.  This is 
not limited to the manner in which they teach and impart knowledge, but also how they carry 
themselves in the school environment and what they display through their classroom layout and 
design (Kelchtermans & Ballet, 2002). Kelchtermans and Ballet (2002) emphasise the process of 
becoming a ‘proper teacher’. This resonates with this study in a very significant way as it speaks 
to the negotiations of the beginner teachers’ professional identity being investigated.  
It is becoming evident that, within the South African context, there are emerging issues of beginner 
teachers lacking sufficient support, among other reasons, to keep them in the teaching profession 
or even in the South African teaching industry. The South African private schooling system is 
always reluctant to hire beginner teachers due to their lack of experience in the classroom, whereas 
the government schooling system is much more accommodating and is usually willing to absorb 
the beginner teachers into their teaching industry because of the shortage of qualified teachers in 
many of their rural, township and inner city schools across all nine provinces in the country 
(Arends & Phurutse, 2015). The uncertainty of which level of language proficiency the beginner 
teachers are trained in at university is another cause for concern. Having 11 Official Languages in 
South Africa, the majority of those language speakers not being English Home Language (EHL) 
speakers, merely gives us an idea of what to expect in the classroom with regard to the language 
proficiency domination. This means that as a beginner teacher there is an implied impression that 
teaching and learning in the language of instruction will be a challenge. This uncertainty may or 
may not influence the beginner teachers’ ability to teach English in the classroom depending on 
their context and the methodologies, resources and communication skills they use to teach their 
learners at the appropriate proficiency level. If the teacher is an EHL speaker, this may make it 
easier for them to adapt what they have learned in their university training, as it will be in coherence 
with the identity they are developing. If the teacher is an English First Additional Language 
(EFAL) speaker, it may be difficult for them to identify with that proficiency level and they may 
struggle to adapt to their context and the proficiency level of their learners. Not being able to 
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communicate freely may affect learning negatively (Probyn, 2001). However, I think it may be 
more complicated than this. The majority of the learners that will be taught by beginner teachers 
who have attained a B.Ed. from the WSoE could be EFAL learners – especially in the FP, 
depending on what the Language of Learning and Teaching (LoLT) is. Pre-service teachers are 
not exposed to this issue or even helped to learn different strategies to teach EFAL learners. This 
is evident in light of the fact that initial teacher training (ITT) courses are based on teaching 
theories and methodologies, which suggests a gap in the curriculum. It is an important part of the 
context that pre-service teachers may not have had enough training in. They may go on to become 
beginner teachers who struggle to teach EFAL learners in their various working contexts, as they 
would be encountering the language barriers for the first time.  
This is an important issue that needs to be addressed because it shapes the beginner teachers’ 
personal and professional identities, influencing the manner in which they communicate with their 
learners, the parents, their colleagues, and other stakeholders in and around the school. The 
beginner teachers’ perception of their identity is crucial in how they portray themselves, and it 
affects their attitude towards the school culture, their professional development, and their ability 
to teach with confidence and conviction (Beijaard, Verloop & Vermunt, 2000).  
 
1.3 Rationale of the Study 
In this research report I seek to investigate the different aspects that influence beginner FP 
teachers’ abilities, or lack thereof, to teach efficiently and effectively in the classroom. Looking at 
different elements that help enhance the teaching and learning in the FP, it is important to observe 
the classroom design, visual resources on the walls, and the seating arrangement in relation to the 
various spaces in a FP classroom. Producing and grooming quality beginner teachers is very 
important in South Africa, and beginner teachers may or may not feel like they do not get enough 
support during their beginner teacher in-service training. However, there are ways to support the 
beginner teachers’ transition to in-service training, such as mentorship programmes and induction 
programmes provided by the schools to introduce the teacher to the school’s culture and familiarize 
them with all the details and what is expected of them. Wong (2004) encourages the purpose and 
need for induction programmes for beginner teachers, which supports the main aim for this 
research.  
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1.4 Purpose of this study 
The purpose of this study is threefold. Firstly, the current study seeks to explore beginner 
foundation phase teachers’ identity negotiation and development. Secondly, this study examines 
the effects of the beginner teachers’ context of employment. Thirdly, it considers their pre-service 
training and how that impacts on their professional identities. 
 
1.5 Research Questions   
1.5.1 Main research question: 
How do two Foundation Phase teachers negotiate their professsional identities in relation to their 
context of employment and their initial teacher training (ITT) qualification? 
 
1.5.2 Sub-research questions: 
a) How do the two beginner FP teachers perceive their professional identities in relation 
to their current place of work and ITT? 
b) What are some of the differences between the two beginner FP teachers’ working 
contexts within their communities of practice, and their experiences during their ITT?  
c) How does the ITT prepare the two beginner FP teachers for their various working 
contexts? If so, to what extent?  
d) What type of relationship do the two beginner FP teachers see (cohesions and 
disparities) between these three elements: ITT, context of employment, and 
professional identity? What do they understand about this relationship? 
 
In conclusion, this chapter discussed the background of the study, the problem statement, rationale 
and the purpose of this study, as well as introducing the main and sub-research questions. This 
chapter sought to set the tone of the research study in relation to all the main points that need to be 
addressed and investigated in the chapters that follow. The significance of this study is in adding 
value to the research emerging in the South African context about beginner teachers in the FP and 
the negotiations of their professional identity. In the following section, I review the literature that 
set the foundation for the purposes of examining the main research question. 
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Chapter Two 
Literature Review 
 
2.1 Beginner Teacher Professional Identity Development 
 
The development of professional identity is a very complex process that requires individuals to 
negotiate their working environment expectations with their personal self-definition (Wenger, 
1999). In teaching, it is difficult to address the working conditions of the teachers without having 
to address teacher identity. Kelchtermans (2011) claims that the assumption that teachers need to 
fit in with the ideal image of a ‘proper teacher’ is a personal and professional identity issue which 
tends to stir up intense emotional reactions amongst teachers. Kelchtermans & Ballet (2002) state 
that the expectations imposed on beginner teachers to have a high work ethic, view themselves as 
being valued, and certain in their abilities to teach effectively are what constitute the image of 
being a proper teacher. However, beginner teachers might feel vulnerable because the gap between 
the expectations and the beginner teachers’ actual performances/identities may not align with those 
of being a proper teacher, this vastly contributes to their negotiations of identity.  
 
Considering this, it is important that beginner teachers negotiate their identities in their 
communities of practice in order to ensure that they fit into the image of a proper teacher and 
establish a balance between their personal and professional selves in order to work efficiently in 
schools through being in highly favored working conditions (Kelchtermans & Ballet, 2002). This 
chapter reviews the literature related to identity, paying particular attention to how beginner 
teachers develop and negotiate their professional identities in their communities of practice. I 
prompt the reader to realize that individuals’ identities are not static, but rather very complex and 
dynamic.  
 
Beginner teachers may face several challenges with transitioning from their student teacher 
identities to their professional teacher identities (Pearce & Morrison, 2011). Being a student 
teacher has its own set of responsibilities and expectations which cannot necessarily be compared 
to those of a professional teacher’s, due to the fact that student teachers teach specific lessons, for 
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a short period of time. The student teachers teach with supervision and assistance from a 
supervising teacher and a university tutor, where they will also receive feedback on their progress 
or lack thereof. At the WSoE, student teachers are required to teach at schools for three weeks at 
a time, twice a year. This is referred to as teaching experience (TE). The requirements for the TE 
consist of, for example, observing the supervising teacher for a week, teaching at least one to two 
lessons a day, and using the methodologies taught in the various courses (literacy, numeracy and 
life skills). In contrast, a professional teacher has more ownership of their class, is required to 
discipline the learners, complete the administrative tasks, and is not closely supervised as they are 
entrusted with the responsibility that comes with being a qualified professional (Pearce & 
Morrison, 2011). 
 
There are features of teaching that are often taken for granted by more experienced teachers and 
other stakeholders in the educational communities of practice – “... groups of people who share a 
concern or a passion for something they do and learn how to do it better as they interact regularly” 
(Wenger, 2011, p.1). Beginner teachers may struggle with these features in the initial stages of 
their professional employment. The features include attributes that form part of the everyday 
school culture, and the classroom practices, such as filling in registers, writing report comments, 
establishing and maintaining moral and ethical codes, and/or replying formally to parent enquiries 
(Hafferty & Franks, 1994). These attributes form part of the classroom administration that is left 
out of the formal curriculum because each context is different. Thus it is a challenge for curriculum 
developers to cater to each hypothetical context, which beginner teachers are only exposed to when 
they are submerged in that classroom context. Hafferty & Franks (1994) concede that there are 
real and ideal competences that beginner teachers may or may not possess, and there is no policy 
in place that governs the specifications of the everyday skills that teachers should have upon 
commencing their professional teacher training due to the fact that this is something that no 
training can prescribe or teach. There should be a revised set of specifications from both the teacher 
training institutions and the DBE of what beginner teachers need to support their ability to teach 
in the FP. 
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Very often, beginner teachers develop their professional identities as they gain more experience 
and adapt to the school culture, learners, curriculum, their classroom, and their different ways of 
doing things in the classroom as a professional (Veenman, 1984). However, Chong, Ling and 
Chuan (2011) assert that professional identities are not a result or a product of ones’ context, 
trainings and views, but a process that is on-going and subject to change and adaptation. The 
process of negotiating ones identity may involve various stages, which may vary between 
exploration, uncertainty, and conflict, resulting in the merging of ones’ personal identity with their 
professional identity (Meijer, de Graaf & Meirink, 2011), and there may well be no separation 
between personal and professional identities as they are intertwined to develop and sustain the 
holistic identities that the beginner teachers seek to employ. Identity formation is ongoing and 
fluid. Holistic identities refer to the overall dynamic collective of identities that the beginner 
teacher may have, specifically referring to the features of the different identities. 
Beginner teachers’ professional identities are complex and ongoing, which is why making the 
initial transition from pre-service teacher to professional teaching is considered to be a challenge 
to most beginner teachers. This is due to the fact that within the South African context there are 
many different schooling contexts, and it would be a challenge for the various university curricula 
to accommodate the diversity that exists at present (Chong et al., 2011; Lerseth, 2013). Beginner 
teachers’ professional identities, formal training, and teaching contexts are all part of a well-oiled 
machine that should work together as each aspect mentioned should inform the other, in order to 
ensure that effective teaching and learning occurs in the classroom. If the beginner teacher’s 
identities, training and contexts work together, beginner teachers will have a sense of direction and 
motivation to stay on that track of teaching, whereas if they do not work well together, the teacher 
may lose their sense of direction and purpose in the classroom, because they will be forced to 
adapt; if their adaptation is unsuccessful, they may lose motivation to stay in the school they are 
teaching at, or even in the teaching profession. Therefore, this study is interested in exploring how 
beginner teachers negotiate their professional training, current place of employment and their 
complex identities as teachers. 
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2.2 The Importance of Teacher Identity Formation and Negotiation 
There are many expectations and assumptions of what a teacher should be, what characteristics a 
teacher should portray, and how a teacher should carry him/herself.  While the image of a ‘proper 
teacher’ is a contested one, each and every institution (in this study, schools) has its own culture 
and expectations of how the teachers should interact with others and the working environment. It 
can be argued that the manner in which teachers view themselves as professional’s shapes how 
well they do as professionals in their working contexts (Chong, 2011; Hong, 2010; Pillen, Brok & 
Beijaard, 2013). That is, the teachers’ understanding of who they are is a major contributor to the 
development of their professional identities as well as their continuation or discontinuation with 
the practice (Wenger, 1999). While this may be true, it becomes important to understand how 
beginner teachers view themselves as professionals in their new professional institutions, thus in 
turn gain insight into how they negotiate their personal identities with their professional identities. 
With this in mind, it also becomes important to understand how beginner teachers make a transition 
from being in universities to professional teaching in schools.  
2.3 The Professional Self and the Personal Self 
According to Wenger (1999), the self and professional identities of teachers are interrelated, so 
that when individuals negotiate their identities they also ‘reconcile’ different memberships in order 
to find the balance between themselves and their institutional expectations. In doing so, the teacher 
will be able to form new identities but also grow a deeper sense of understanding of self. When 
individuals begin the process of incorporating diversity and multiplicity from their professional 
environment, it opens up a deeper and more personal dimension of identity for them (Wenger, 
1999). As a result, according to Beauchamp and Thomas (2009, p.180), “emotion... has a bearing 
on the expression of identity and the shaping of it. Emotions can alter a teacher’s identity in relation 
to the profession, but may also be altered by aspects of the profession”. It is from this claim by 
Beauchamp and Thomas (2009) that one can see the interrelationship between emotions and 
identity.  Given this, the question is: to what extent do these two concepts influence each other? 
While the current study does not focus on emotions, identity and emotions are inextricably linked 
and should be studied alongside each other.  
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However, due to a limited scope, the current study only explores the beginner teachers’ 
professional identity negotiation. This does not mean that this study lacks an important element; it 
just seeks to investigate beginner teachers’ professional identities in more depth. 
 
Even though it might appear as if the self and professional identities are in harmony with each 
other as stated by Wenger (1999), Russell and Korthagen (2013) argue that over time the self and 
professional identities find themselves in conflict with each other. Given that beginner teachers go 
into the schooling system with an expectation that they are going to put the theories they have 
learned during university into practice, it is generally known that there are sometimes imbalances 
that they may experience between theory and practice. Thus, this requires them to negotiate their 
personal identities and viewpoints with institutionalized professional identities. Regarding this, 
Kelchtermans (2011) argues that this is because, on one hand, teachers attempt to prove their 
competence and skills, and, on the other hand, they need to be accountable to colleagues, students, 
parents, and various other stakeholders of the school. Thus, teachers try their best to balance the 
pendulum swing, however, the vulnerability that they feel sometimes leads to dark emotions 
(Kunnen, Bosma, Van Halen & Van der Meulen, 2001). For example, a beginner teacher may feel 
demotivated to teach due to the fact that they may have conflict with staff members and feel a lack 
of support from their superiors which could lead to depression. It is these dark emotions that lead 
to the disequilibrium between emotions and teacher identity (Kunnen, Bosma, Van Halen & Van 
der Meulen, 2001). Beginner teachers not being able to see the correlation between their emotions 
and their professional identity is what causes this disequilibrium. The implications of these dark 
emotions for personal and professional identity are that teachers become detached from their 
personal identities in their working contexts and rely primarily on their professional identity to 
fulfil their professional obligations. Of interest to the current study is how these dark emotions 
shape the identity of the initial FP beginner teachers. This will be examined through the analysis 
of how they do or do not display and address their emotions in the interview process. Taking into 
consideration the fact that there are many factors that might result in teachers developing 
professional identities.  
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In the FP, there has been a large amount of input gained as a result of extensive research by 
Green, Parker, Deacon and Hall (2011) and Mroz (2006) on how the phase as a whole and the 
teachers can be improved. It is imperative for FP teachers to view their roles as those of most 
importance, because it is from Grades 0 to 3 when learners are taught all the basic and 
fundamental foundation skills that are needed to enhance their learning process (Mroz, 2006). At 
university level, pre-service teachers are taught all the necessary teaching strategies for Literacy, 
Numeracy and Life Skills, which are the three core compulsory subject programmes that are 
taught at school. However, there is disequilibrium between the level of proficiency which is 
being taught during teacher training at university and the various English language speaking, 
reading and writing proficiency levels that need to be taught in different classroom contexts. The 
CAPS curriculum caters for both EHL and EFAL in separate curriculum documents, yet it is 
unclear whether university students are being taught the skills in home language (HL) and/or first 
additional language (FAL) to facilitate and accommodate them to the curriculum stipulation of 
FP teaching and learning (DBE, 2011). With regard to the teaching of English in the FP the 
CAPS (2014) document states that: 
The Home Language level provides for language proficiency that reflects the basic 
interpersonal communication skills required in social situations and the cognitive 
academic skills essential for learning across the curriculum. Emphasis is placed on 
the teaching of the listening, speaking, reading and writing skills at this language 
level. The First Additional Language level assumes that learners do not necessarily 
have any knowledge of the language when they arrive at school. The focus in the first 
few years of school is on developing learners’ ability to understand and speak the 
language – basic interpersonal communication skills. In Grades 2 and 3 learners start 
to build literacy on this oral foundation. They also apply the literacy skills they have 
already learned in their Home Language. (CAPS, 2014, p. 8) 
 
It should be considered that teacher training institutions equip teachers in training for the 
multilingual realities of the classroom. Due to the fact that there may not be a common home 
language in the South African context, beginner teachers do not anticipate the possible 
difficulties in teaching English to first, second or even third additional English language 
speaking learners. A heightened awareness of this concern at the teacher training level will assist 
in preparing student-teachers to develop and explore strategies for engaging with multilingual 
learners. Moreover, having to code switch or trans-language from one language to another if the 
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beginner teacher is multilingual. This could be difficult for monolingual beginner teachers who 
were not prepared for the multilingual classroom during their teacher training (...). Strategies for 
teaching English at the EFAL and ESAL level of proficiency will be beneficial if taught to 
teachers in training, they would be able to employ these skills and strategies during their teaching 
experience practical’s to gain a sense of how they would work in an actual classroom, in various 
contexts. In order for this notion of beginner teachers being taught how to teach multilingualism 
to be successful it has to be integrated in sync with CAPS and the Language in Education policy 
currently being applied in South African schools (Heugh, 2002). 
While South Africa’s Language in Education policy (DoE, 1997) does not 
specifically state that children must be taught in the mother-tongue at foundation 
phase level, the revised National Curriculum Statement Teacher’s Guide document 
for the foundation phase (DoE, 2003c: 21-22) suggests that, [...] wherever possible, 
learners’ Home Language(s) should be used as the language for teaching, learning 
and assessment. This is particularly important in the foundation phase where 
children learn the basics of how to listen, speak, read and view, write, think and 
reason. The document goes on to suggest that where it is the case that all the learners 
in a class are of the same language group, then this language should be the language 
of learning and teaching (Green, Parker, Deacon & Hall, 2011, pp.115-116). 
 
Presumably, pre-service teachers at the WSoE are taught at the EHL proficiency level. This 
assumption is based on the fact that the majority of the lecturers that teach these courses are EHL 
speakers as it is an English medium university. However, does the language system being used in 
the schools correlate with the language system that is being taught to pre-service teachers? 
Having been trained and taught at a certain language proficiency level of reading, speaking and 
writing could influence the manner in which beginner teachers negotiate their professional 
identities, as they could be drawing on their institutional identity (Wenger, 1999; Chong, 2011) 
as university students. This could limit them to teaching by using EHL skills they learned and 
not being able to adapt to their specific context, which more often than not will be multilingual. 
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Wenger (2000) asserts that in order for beginner teachers’ professional identities to be developed 
there has to be a place, a time, a space and it has to be done across multiple levels. It can be argued 
that there is not just one way of negotiating those professional identities and that the ITT and 
working contexts take place within particular places, times, spaces, and levels. The reason why 
studies about identity continue to be of relevance and importance is because there is a continued 
need to belong and fit into their communities of practice that require different levels of 
professionalism.  
2.4 Beginner Teachers’ Identity Negotiations in the Foundation 
Phase  
The aim of this study is to explore how beginner teachers in the FP negotiate and develop their 
professional identities through the teacher training that they received at university and the teaching 
contexts where they practice as professionals within their specific communities of practice 
(Wenger, 1999). The B.Ed. curriculum is designed with the aim to equip pre-service teachers with 
the necessary pedagogical knowledge that will enable them to teach efficiently and effectively 
once qualified as teachers in their respective phases. Teachers are often viewed as the leaders of 
the generations to come. Teachers are trusted to raise and educate our learners to become 
contributing citizens of society. It is imperative to take into account the views that beginner 
teachers have of themselves in both their personal and professional capacities because these views 
of self-play a role in the development of their professional identities (Beijaard et al., 2000). The 
Vygotskian sociocultural perspective suggests that beginner teachers have multiple identities 
which they have to negotiate with and use according to their circumstances as they unveil 
themselves (Johnson & Golombek, 2016). For example, the hierarchy of the schooling system 
where the teacher is subordinate to the principal may impact the development of the beginner 
teachers’ professional identity. Personal and professional identities should not be separated as 
they are interconnected to develop and sustain the universal characteristics that professional 
teachers need to exhibit.  
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2.5 Teacher Identity and Emotional Labour 
In teaching, it is difficult to address teacher identity without having to address teacher emotions. 
It is fundamental for teachers to constantly manage and supervise their emotions during various 
interactions within the school environment, particularly during their interactions with the learners 
in order to attain their moral purposes for learners. This discussion links very closely with the 
discussion on the professional self and the personal self. Hargreaves (1998) claims that emotions 
are at the heart of teaching and that good teaching is stimulated by positive emotions. This means 
that emotional labour is an unavoidable aspect of teachers’ work. The concept of emotional labour 
was developed by Hochschild (cited in Zembylas, 2002) as a way of understanding workplace 
relations. According to Hochschild (cited in Winograd, 2003, p.1647), emotional labour is defined 
as “work of inhibiting, generating or displaying an emotion to elicit an emotional response in 
someone else”. Hochschild (cited in Winograd, 2003) proposed criteria in order to evaluate what 
form of work will require emotional labour. Already, this position held by Hochschild (cited in 
Winograd, 2003) differentiates forms of work that include emotional labour. Firstly, for work to 
be considered emotional labour, there must be face-to-face interaction with the public; secondly, 
the work requires the worker to be able to provoke an emotional state in another person; and finally, 
there is external control over the emotional labour that the employee might possess, limiting the 
employee’s possibilities and options (Hargreaves, 1998; Winograd, 2003). It is clear to see that 
teaching falls easily in the first two criteria in that, firstly, teachers interact with parents, learners 
and various other public stakeholders within and outside the school, and, secondly, that teachers 
can display emotions such as love towards their learners, and as a response the learners might feel 
cared for by that teacher (Hargreaves, 1998; Winograd, 2003). 
 
The third criterion, according to Winograd (2003), is the one that greatly affects teachers because 
it is usually very subtle and indirect. External control over teachers is usually embedded in cultural 
expectations and forms of generalization that society has about teachers. It is important to note that 
the cultural expectations from the schools play a major role in shaping beginner teachers’ 
professional identity development. Hargreaves’ (1998) explanation of a good teacher, unlike the 
bureaucratic ideals formulated by educational administrators, acknowledges that there is a deeper 
notion of teaching in that it is an emotional practice filled with emotional labour. 
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Due to these subtle and indirect cultural expectations, certain rules begin to emerge that teachers 
gradually find themselves subjected to (Winograd, 2003). According to Hochschild (cited in 
Zembylas, 2002, p.200), the emotional rules “refer to norms and standards that reconstruct inner 
experiences in cultural, social, or organizational settings” and the rules vary from one context to 
another. These rules determine which emotions are permitted and which are not permitted. 
However, teachers can choose to obey or disobey these rules, bearing in mind the consequences 
(Zembylas, 2002). For a newly qualified teacher, of concern is that they might feel obliged to 
always obey these rules, which in turn shapes the kind of a teacher they become within the school. 
 
What is particularly interesting is that emotional rules and emotional labour lie in a dichotomy, 
which refers to them being in contrast. On one hand, Hargreaves (1998) argues that emotional 
labour can be a positive aspect of teaching, in that teachers can invest positive emotions such as 
love for the learners. In addition, Winograd (2003) conducted a self-study where the data analysis 
findings resulted in feeling rules, which are socially shared norms that influence how people try 
and feel emotions in different contexts. Although these feeling rules are subjective to Winograd’s 
(2003) self-study, they are still relevant in building a conceptual framework of how feeling rules 
can affect teacher identity. In support of Hargreaves’ (1998) claim that emotional labour is good, 
Winograd (2003) found that teachers love their work and that working with learners can add to the 
teachers’ self-worth. However, Winograd (2003) documents that this process can be tedious and 
involves immense amounts of emotional labour. The end result, however, showed that learners 
and teachers both benefit from this affectionate relationship by building emotional bonds. This 
seems to suggest that teachers’ view of their occupation and their moral purpose for learners can 
shape the way that teachers negotiate their professional identities and development. 
 
In contrast, Hochschild (cited in Hargreaves, 1998) argues that emotional labour is negative and 
exposes teachers to vulnerability, especially if work conditions and demands constrain the 
teachers’ abilities to implement their emotional work. Due to schools having subtle and indirect 
feeling rules, many teachers tend to avoid showing dark emotions to their students or speaking out 
about the vulnerability they feel at school, and this soon leads to teachers alienating themselves 
(Winograd, 2003). Hochschild’s (as cited in Hargreaves, 1998) claim creates the basis for teacher 
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identities being fragmented due to the emotional rules that are in place. Many teachers want to fit 
into the socially constructed ideals of a ‘good teacher’ or ‘proper teacher’ whilst also maintaining 
their sense of self. According to Samuel and Stephens (2000). there are two relationships that seem 
to emerge from the discussions on teacher identity. They argue similarly to Kelchtermans (2011) 
that teachers are faced with the self and identity on the one hand, and the cultural context and 
professional environment on the other hand. This is important for this research study because the 
South African beginner teacher may face different challenges which need to be explored. 
 
To illustrate the point by Samuel and Stephens (2000), Kelchtermans (2011) details how the 
cultural context can shape the professional and personal identity of the teachers. This is often 
observed when teachers are not given clear reasons and norms as to why certain things are 
implemented in their communities of practice. An example is when a school decides to implement 
certain policies such as the Information Communications Technology (ICT) policy, which makes 
it mandatory for teachers to use technology and computer or gadget (iPad) based activities in the 
classroom. The school leadership tends to overlook the impact such policies might have on 
teachers because the principal, for example, is concerned with keeping the school organized and 
pushing his/her own agendas, which are primarily to keep the pass rates of the school high. Since 
some changes might affect teachers’ working conditions in which they have personally and 
emotionally invested themselves, teachers might end up feeling disappointed, vulnerable, and 
lacking agency and authority due to the emotional rules in place. These rules for teachers leave 
them vulnerable to being judged both on a professional and personal level as their personal issues 
should not be seen as a possible threat to their ability to do their job effectively. This refers back 
to what Nias (cited in Mockler, 2010, p.518) was arguing, that when teachers are left “without 
feeling, without the freedom to ‘face themselves’ to be whole persons in the classroom, they 
implode, explode –or walk away”. Teachers not being given the opportunity to express their 
feelings in the moment leads to a build-up of emotions which exhibits an unhealthy working 
environment.  
James (2011) states that, when individuals are faced with emotions that are deemed morally 
impermissible or negative, they might put up social defenses. These defenses act as a barrier to 
cope or deal with the negative emotions resulting from organizations or others. These defenses are 
similar to what Hochschild (as cited in Winograd, 2003) described as deep acting and surface 
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acting, where deep acting involves changing one’s state of mind so that one is able to feel what 
one is supposed to feel according to the emotional rules of the school. Alternatively, one can 
engage in surface acting, which is displaying an emotion without actually internalizing it 
(Winograd, 2003). Similarly, James (2011) talks about routines, resistance, task-related defenses, 
and splitting and projection of emotions onto others as examples of some of the social defenses 
that teachers use to cope with negative emotions within the school environment.  
 
Resistance can be a defense when a teacher refuses to implement a certain policy. For instance, 
when a new ICT policy is put in place and the teacher refuses to implement the usage of ICT in 
class because they are not competent in using computers. Finally, the most important social 
defense is splitting and projection of emotions. Splitting is when an individual chooses to separate 
themselves from emotions that are difficult to deal with. This is similar to what Winograd (2003) 
describes as dysfunctional use of emotions. For example, snapping at a co-worker for something 
unrelated to what the teacher may be upset about, and taking their frustrations out on the wrong 
person at the wrong time. These emotions, according to James (2011), might be projected towards 
others who can then assimilate with the emotions too, thus spreading dysfunctionality, creating a 
frustrating working environment. These social defenses might leave a teacher feeling highly 
fragmented. Gee (2000) argues that external factors have changed identities, and that sociocultural 
forces can be a reason for the fragmentation of identities.  
 
Winograd (2003) proposes some strategies to deal with dysfunctional use of emotions, stating that 
with deep acting a teacher can try to initiate more physical affection towards learners, engage in 
self-talk to align with the emotional rule at school, and reframe their dark emotional thoughts by 
imagining positive emotional spaces. However, this advocates that teachers must subject 
themselves to the institution’s expectations. Is this always necessary? Could this be problematic? 
Even if this is the reality for many teachers, perhaps there is space here to be critical of blind and 
willing subordination as the solution to a discrepancy between teachers’ identities and institutional 
expectations/requirements. On the other hand, surface acting involves faking or hiding your true 
feelings. Surface acting – although Winograd (2003) does not discuss its implications in detail – 
might lead to someone losing their true self or developing a disconnect between the emotional 
rules and the teacher’s true self. As much as Winograd (2003) offers solutions on how teachers 
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can deal with dark emotions, there is a possibility, as stated, with surface acting that teachers 
merely apply social defenses and mask the emotions. Thus James (2011) and Beauchamp and 
Thomas (2009) provide more insightful ways in which teachers can find a balance between their 
emotions and reclaim their authority and agency. Krashen (1982) and James (2011) address similar 
emotional aspects in two different contexts, but both still related to teaching and learning, as well 
as creating a safe environment for learners through the teacher being self-motivated, exuding self-
confidence, and having low levels of anxiety. Krashen (1982) uses those three categories in 
relation to second language acquisition. This is important for FP learners. It might be beneficial to 
consider Krashen’s (1982) theory of the affective filter and how important it is to keep this filter 
low so that learners experience a safe space. It would be easier for teachers to provide safe spaces 
if they are successful in affective containment for themselves by maintaining a level of positivity 
and optimism in their classroom environments.  
Measuring teachers’ abilities to negotiate their way between their working contexts, professional 
identities, and their formal training will enable me to answer my research question. Teachers’ 
identity is central to their practice and commitment to the profession (Cohen, 2010; Burn, 2007; 
Day, Elliot, & Kington, 2005). Research has focused specifically on teachers’ reflective practices 
and how their professional identity is constructed (Alsup, 2006; Burn, 2007; Marcos, Sanchez, & 
Tillema, 2008). Identity has a critical impact on the profession in relation to teacher commitment 
and educational change (Cohen, 2010; Day et al., 2005; Thomas, 2003). Moreover, research 
implicitly suggests that professional identity and intentions to leave the teaching profession are 
interrelated (Hofman, 1988; Gaziel, 1995; Schepens, Aelterman, & Vlerick, 2009). 
James (2011) states that schools are highly affective places and teachers might find it difficult to 
deal with unpleasant emotions that are deemed to be unacceptable by the school leadership. James 
(2011) argues that the affective containment which relates to moods, feelings and attitudes is a 
transformation process which can enhance the individual and collective effectiveness and capacity 
to change. The affective containment can be on an individual or group level. On a personal level, 
affective containment is when a teacher goes to their HoD regarding an issue and the HoD is able 
to listen and deal with the issue. However, it is noted that at times the HoD might be limited in 
dealing with issues, which Kelchtermans (2011) called ‘limits to teacher efficacy’.  
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Kelchtermans (2011) argues that teachers need to be realistic and accept that they are limited in 
their professional efficacy, as failure to do so may lead to or perpetuate negative emotions resulting 
in teacher burn-out. Teachers must think carefully about the limitations of the institutions and 
contexts within which they work, as well as consider the battles worth fighting for in order to 
preserve their personal identities and moral perspectives.  
 
Furthermore, James (2011) states that affective containment can be achieved as a collective. This 
can be through teachers working together on a task, providing environments that allow teachers to 
share, reflect, accept and claim back their feelings, including negative feelings. In doing so teachers 
are able to reclaim their authority but also exercise their agency in participating and engaging with 
other teachers who may share similar emotions (James, 2011). According to Beauchamp and 
Thomas (2009), reflection can be a very important means in which teachers reclaim their identities. 
Reflection provides the environment for one to find their sense of self and to understand how this 
self fits into the larger cultural context, in turn shaping one’s identity. When teachers are engaged 
in reflection and understanding their own identities, it opens up the possibility for agency, 
empowerment or even transformation of the context (Beauchamp & Thomas, 2009, p.183). 
Beauchamp and Thomas (2009) strongly claim that the more one is aware of their identity, the 
more they might develop a strong sense of agency. Agency plays a vital role in that it is an enabling 
factor for one to deal with negative emotions. In order for teachers to teach effectively and have a 
sense of well-being, self, motivation, passion and commitment, they need to have a positive 
emotional state (Steinberg, 2008). When teachers reclaim their negative emotions and emotions 
are acknowledged, schools and society can be more democratic and equitable (Winograd, 2003, 
p.1670). 
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2.6 Initial Teacher Training and Induction 
Arends and Phurutse (2015) suggest that there is a need for some form of intervention to take place 
with regard to the supporting of beginner teachers in their first years of in-service teaching. This 
can be in the form of mentorship and induction programmes that assist in the orientation of one’s 
identity, expectations and responsibilities as a beginner teacher. Providing support for beginner 
teachers in their first few years of FP teaching could possibly be the pivotal point of retaining them 
in the teaching profession, and guiding them in the process of developing their professional 
identities through mentorship from their more experienced colleagues (Feiman-Nemser, 2003). 
Watkins and Whalley (1993) encourage schools to anticipate the issues and concerns that beginner 
teachers’ may face when they start their professional journeys, as this will help them put structures 
in place to help support these teachers, and give them a sense of direction and guidance. It is highly 
recommended that beginner teachers’ identities are researched, as this will improve the holistic 
comprehension of what drives beginner teachers to either stay in the profession or leave to pursue 
other careers where they may feel their identities are better suited and inclined to fit in to the 
context and are better adaptable to their university training. It should also be taken into 
consideration that some beginner teachers undertake postgraduate training and subject area 
specialisation, which could be an aspect that influences their professional identity as a teacher. At 
the FP level of schooling, there is a common generalist approach to teaching which is described 
by Makhila (2008) as an approach whereby teachers teach all subjects in the curriculum and, even 
though they have not mastered any of these subjects, administer the curriculum allocated subjects. 
For example, a Grade 1 teacher may be expected to teach Literacy, Numeracy, Life Skills, Art, a 
EFAL and a Second Additional Language (SAL) (IsiZulu and Afrikaans). Having no formal 
training on how to teach some of the above mentioned subjects may pose a challenge for beginner 
teachers. Moreover, having specialized in one subject area and not getting the opportunity to teach 
that subject to the full extent which a teacher would want to is another challenge when comparing 
specialist and generalist approaches to teaching (Makhila, 2008) in relation to the reality of 
teaching in context. In the FP programme at the WSoE, pre-service teachers specialize in some 
subjects and not in others.  
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There are core courses that are mandatory for all the students (such as Literacy, Life Skills and 
Numeracy) and then there are electives which can be chosen according to one’s passion or interest 
(such as Arts and Culture or Early Childhood Development).  
In conclusion, this chapter sought to review all the related literature that influenced and 
foregrounded the direction that this research report took. The various researchers that were 
referenced in this chapter all contributed meaningful and insightful aspects about beginner 
teachers, the foundation phase, professional and personal identity formation, identity negotiations, 
and the influences of teacher training and communities of practice. Furthermore, this chapter 
consolidated all the anticipated concerns that arose with the aim of exploring the main and sub-
research questions.  
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Chapter Three 
Theoretical framework 
 
3.1 Introduction  
In the investigation of the beginner teachers’ negotiations of their professional identity, initial 
teacher training and their working contexts were examined. The theoretical aspects, in the form of 
the above triangulation, aided in the support of the beginner teachers’ introduction to the teaching 
profession. This theoretical framework enables the study to consider the relationship between the 
three key concepts mentioned above in order to investigate how beginner teachers in the FP 
negotiate their professional identities in their communities of practice, also taking into 
consideration their initial teacher training. It was the initial literature review that enabled the 
identification of these three key concepts as being pivotal for the purpose of this study. The 
triangulation of these three concepts served as a guide for the research to attain the data needed to 
answer the main and sub-research questions.  
There has been a substantial amount of research done on veteran teachers. However, there is a 
lack of research on beginner teachers within the South African context, which is now becoming a 
topic of research interest. Beginner teachers are expected to know and understand how to teach, 
having graduated with their degrees, yet that transition from being a student to being a 
professional teacher is often downplayed.  
Given the difficult nature of this transition, understanding how early career teachers 
shape their new professional identities while at the same time enabling their personal 
selves to persist and remain coherent would seem to be an important part of 
understanding resilience. The conflicts or dissonance experienced at such moments 
might have negative consequences, leading to people leaving the profession, but 
might also have positive consequences such as new learning or motivation for 
change. (Galman, 2009 cited in Pearce & Morrison, 2011, pp.49-50).  
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The relationship between Professional Identity, Initial Teacher Training and Communities of 
Practice plays an important role in the way in which beginner teachers in the FP negotiate their 
professional identities. Moreover, situational identities come into play within certain cultural and 
institutional contexts of schooling (Bullough, 2005 as cited in Pearce & Morrison, 2011). Wenger 
(2009) asserts that the beginner teachers’ communities of practice are what influence the 
development of their professional identities. He defines communities of practice as “…groups of 
people who share a concern or a passion for something they do and learn how to do it better as 
they interact regularly” (Wenger, 2009, p.1). The groups of people he is referring to in the context 
of this study are the teachers, learners, parents, school governing body and management, as well 
as other stakeholders who all share the same goal, passion and vision to provide equal and quality 
education for all. Friesen and Besley (2013) concede that beginner teachers come into the teaching 
profession with their own preconceived notions and beliefs of who a teacher is as well as how a 
teacher should be. This was evident in the literature that was reviewed by Hong (2010); Chong 
(2011); Pillen, Brok and Beijaard (2013).  
 
The three key concepts discussed above influence each other and are interconnected in many 
different ways because the contexts and the circumstances that they were negotiated in may have 
differed or been the same, yet had different results. With this kind of triangulation of concepts, 
each element informs the other, and so this research project is interested in unpacking the nature 
of this relationship and how it was enacted in the given contexts (i.e. the two teachers who 
participated in this research study). The initial literature review allowed the development of the 
framework itself which became the guiding foundation of the concepts and literature needed to 
carry out the aims and objectives of this study. This research study measured the data against the 
literature, and this understanding was shown in the diagram below which illustrated the 
relationship that the research study sought to showcase.  
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3.2 Triangulation diagram of the three key ideas that form part of the 
theoretical framework: 
 
 
 
 
 
 
 
 
 
 
 
 
3.2.1 Professional Identity 
There are many factors that influence professional identity. There are personal and professional 
aspects that contribute to the negotiations of the teachers’ identity. The teaching context and the 
learners also influence the formation of the teacher identity – they dictate how the teacher should 
behave, who they should be in the given spaces, as well as what they need to do less of in order to 
foster a positive environment of teaching and learning.  
 
Teacher identity formation is important in influencing teachers’ decision-making, 
professional lives, motivation, satisfaction, commitment, and career decisions. It is 
easy to understand the critical role teacher identity plays in recruitment, preparation, 
and retention of the teaching workforce, as well as the need to study teacher identity 
and the factors that contribute to its successful and less successful development. 
(Lerseth, 2013, p.29). 
 
 
 
 
Figure 1.1: Triangulation diagram of three key concepts  
Professional Identity 
 
 
Communities of Practice 
(Wenger, 1998) 
Initial Teacher Training 
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Researching who a teacher is as a person in a holistic manner aids the understanding of 
who they are in the classroom as professionals and what hinders or enhances their abilities 
to teach, as well as knowing what or who influences their career based decisions. What 
their aspirations are in their career, in their personal lives, how they view the world and 
even what they believe and uphold in their morals and values, should be taken into 
account. Teacher identity comprises of ‘personal’ and ‘professional’ aspects, which are 
seemingly interconnected yet individuals experience and negotiate them in different ways, 
where some beginner teachers would agree that they are interconnected and others would 
say that they are separate (Beijaard, Meijer, & Verloop, 2004, p.109). 
3.2.2 Communities of Practice  
Context is key to understanding how and to what extent identities can be negotiated, Wenger 
(1998) puts a lot of emphasis on all the factors in one’s communities of practice that influence the 
development of one’s identity. Being surrounded by a team of people who share the same passion 
and sentiments of building a positive and productive teaching and learning environment is one way 
to define Wenger’s theory, taking into account that it is also about the learners who come into the 
classroom with various cultural capital (Lareau, 1987). This is especially important within the 
South African context, where the teacher is expected to cater to the learners who come from 
different backgrounds and speak one or more of the 11 official languages.  
According to Wenger (1998), communities of practice is a place of learning where 
practice is developed and pursued, meaning and enterprise are negotiated among 
members, and membership roles are developed through various forms of engagement 
and participation. In other words, each communities of practice involves a unique 
system of: (1) joint enterprise through negotiated meaning, (2) mutual engagement, 
and (3) shared repertoire (Wenger 1998). The joint enterprise refers to how 
members negotiate their response to the conditions and goals of the communities of 
practice; mutual engagement involves the sustained interaction of people within a 
communities of practice and the roles and relationships that arise from this 
interaction; and shared repertoire consists of signs, symbols, tools, and language that 
are used as resources and have meaning specific to the community (Wenger 1998 
cited in Aguilar & Krasny, 2011, p.219).  
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Each beginner teacher will have their own way of making meaning within their 
communities of practice. This is due to the fact that there will be different factors that 
influence how they negotiate their professional identity in the working context based on the 
resources available to them, and the support – or lack thereof – from their team.  
3.2.3 Initial Teacher Training  
In preparing pre-service teachers who will transition into the role of being beginner teachers, it is 
important to be upfront in communicating what is expected of them as professionals in their new 
roles: having an understanding that with each role there are different expectations from the schools, 
principals, and even from themselves as beginner teachers in the teaching profession; living up to 
the pressure of fulfilling the responsibility of teaching, molding, grooming and taking care of other 
peoples’ children in an educational context; and setting a positive example at all times, but still 
having the ability to be transparent and real in light of being authentic in character that correlates 
to the teaching and learning environment. Another important aspect that needs to be taken into 
consideration in relation to the beginner teachers’ initial training is the manner in which they put 
the theory into practice. There may or may not be a disjuncture in their ability to relate the theory 
to their communities of practice (Parker & Deacon, 2017). "Schools expect newly graduated 
teachers to have thorough curriculum and classroom management knowledge, and an 
understanding of school policies, structures and functions. Though new teachers may have some 
of this knowledge in theory, the context for implementation may come as a shock” (King, 2016, 
para. 6). 
Epistemological assumptions and tensions often arise in the process of applying the theory 
learned during the pre-service teacher training and the practical experience undertaken in the 
course to the realities of what is actually done practically on a day-to-day basis as a beginner 
teacher. Epistemological access, which refers to being a participant in attaining and/or forming 
knowledge, becomes the key to being able to interpret and adapt theories and methodologies to 
everyday teaching, administrative and interpersonal skills that need to be exercised (Meyers, 
2005, cited in Hofer, 2001). 
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3.3 Operational Definitions of the Terms Used in This Research Study 
 
The table below illustrates the operational definitions of the key terms that were used throughout 
this research for the purpose of this study. 
 
Operational definitions of terms for this research study 
Key Terms Operational Definitions 
Beginner 
Teacher 
“A beginner teacher for the purpose of this study is defined as a teacher with 
three or fewer years teaching experience” (Arends, 2007, p.5) 
Identity 
Negotiation
s 
“Identity negotiation refers to the processes through which the beginner teacher 
participants come to agreements with the identities that they assume in the 
interactions they undergo in their working contexts” (Swann Jr., 2007, p.61). 
Professional 
Identity 
“Professional identity is defined as one's professional self-concept based on 
attributes, beliefs, values, motives, and experiences, both in their working 
contexts and in their teacher training institutions” (Slay & Smith, 2011, para 
1).  
http://journals.sagepub.com/doi/abs/10.1177/0018726710384290?journalCode
=huma  
Teacher 
Training 
“Teacher training refers to the professional preparation of teachers, usually 
through formal course work and practice teaching through a college or 
university”  
(http://encyclopedia2.thefreedictionary.com/teacher+training) 
Communiti
es of 
Practice 
“Communities of practice are groups of people who share a concern or a 
passion for something they do and learn how to do it better as they interact 
regularly” (Wenger, 2011, p.1).  
Case Study “A case study is an intensive analysis of an individual unit (such as a person or 
community) stressing developmental factors in relation to environment” 
(https://www.merriam-webster.com/dictionary/case%20study) 
Specialist 
Approach 
“The specialist approach refers to having purposefully chosen an area of 
specialty and having great depth of experience in one specific area. The 
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specialist may focus all of their effort, including skill development, on that one 
specialty” 
(https://www.sitepoint.com/specialist-vs-generalist-who-wins/) 
Generalist 
Approach 
“The generalist may consciously choose to offer a broad spectrum of services, 
or they may not have been able to develop expert-level skills in one specific 
area. Generalists may be very good at doing many things, but typically are not 
at the same expert level as specialists at any one service” 
(https://www.sitepoint.com/specialist-vs-generalist-who-wins/) 
Induction “A system-wide, coherent comprehensive training and support process that 
continues for two to three years and then seamlessly becomes part of the 
lifelong professional development program of the district to keep new teachers 
teaching and improving toward increasing their effectiveness” (Wong, 2004, as 
cited in Kearney, 2014, p.5). 
Mentorship “The guidance provided by a mentor, especially an experienced person in a 
company or educational institution” 
(https://en.oxforddictionaries.com/definition/mentorship) 
Table 1.1 Table of operational definitions of key terms  
 
In conclusion, this chapter sought to explicitly identify the three ideas that foregrounded this 
research study as well as explain the triangulation of those ideas. They are professional identity, 
communities of practice, and initial teacher training. The key terms used for the purposes of this 
study were defined in this chapter through the use of a table. 
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Chapter Four 
Research Methodology 
 
4.1 Introduction 
This chapter seeks to examine the design and methodology that was used to shed light on how 
beginner teachers’ in the FP negotiated their professional identities according to the framework 
given by the literature in the field. 
Data was collected by means of conducting an empirical approach of social sciences because the 
research was conducted through the use of human beings as active participants with the use of 
semi-structured interviews, which is a qualitative method. This method was employed to gain 
more information on the negotiations of the FP beginner teachers’ initial teacher training, 
working contexts, and their professional identities (Babbie, 2013). The data was collected 
through the use of three sets of semi-structured interviews with the two participants. A case study 
method was used as it was the most fitting method to support the answering of the ‘how’ and 
‘why’ questions of this study. It yielded more elaborative responses in the raw data needed to 
explore the objectives of this research study (Yin, 2009). 
Using deduction as the primary mode of inquiry gave rise to a structured sequence of events 
during the social research process. The process entailed me using theory which was categorized 
as generalized information which worked towards gaining more specific information related to 
this research study. The process of deduction that was used was adapted from Babbie (2007, 
p.9): 
1. Theory 
2. Deduce  
3. Collect data 
4. Analyze data 
5. Evaluate hypothesis 
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This five-part process of deductive research was complementary to this particular study because 
the main research question needed to be addressed by using a qualitative research method in the 
social sciences. This method engages with understanding phenomena in social context by 
collecting data pertaining to the particulars which were asked in the main and sub-research 
questions. Moreover, an analysis of the data was done which drew on key concepts and facts that 
were linked to the given theory, and finally an evaluation of the questions which supported or 
rejected the claims made by the initial literature was done. At face value, these criteria were not 
seen fit to use for an educational research study, due to the fact that the research method was 
used to investigate human beings, thus making it vague because the reactions and feedback from 
the human participants could not have been predicted. However, the five points quoted above, 
adapted from the literature by Babbie (2007), supported the manner in which the hypothesis 
emerged from the theory – having used these five points to address the main and sub-questions. 
This research study correlated with the criteria used in the five points which yielded tangible 
results, of which the initial hypothesis for this research study was to explore beginner FP 
teachers’ negotiations of their professional identities in their communities of practice.  
Literature by Yin (2009, p.1) supports the notion that it was advantageous to have used a case 
study method while working with participants within their real-life contexts, where the focus was 
on the participants as contemporary phenomena, as it was an empirical enquiry which allowed 
for many variables of interest. There were only two participants for this particular study. They 
were both interviewed as a form of data collection, All the interviews were done individually as 
they were both separate entities which needed to be explored as individuals. There were three 
forms of interviews that were employed for this research study according to the work of Turner 
(2010, p.754): (a) informal conversational interview, (b) general interview guide approach, and 
(c) standardized open-ended interview. 
This study sought to employ a general interview guide approach method. This form of semi- 
structured interview method was aligned with the manner in which the questions were asked – 
the interview style that was used was conversational – and it allowed me to be flexible with the 
way questions were asked. It also “allowed the interviewer the opportunity to develop rapport 
with the participants so that the interviewer would be able to ask follow-up or probing questions 
based on their responses to pre-constructed questions” (Turner, 2010, p.755).  
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The semi-structured interview approach was preferred because it yielded open-ended results in 
the form of extensive responses in the interviews. The participants were able to explain their 
responses to the questions in detail, which gave me the opportunity to ask the participants to 
elaborate further when clarity was needed in any of the responses. Overall, this added value to 
the data collection process.  
4.2 Participants  
4.2.1 Research Paradigm  
This study draws on an ethnographic approach which is also described as a qualitative research 
process has been employed for the purposes of this research study. By definition, ethnography 
provides a scientific description of the participants’ cultures, habits as well as an insider’s point of 
view. The two beginner teachers who participated in this study shared their knowledge by allowing 
the researcher access to their perspectives and experiences during an open, in-depth, and 
conversational interview processes. Drawing on an ethnographic approach enabled both the 
researcher and participants to explore everyday things that inhabit the teachers’ role, perceived 
identities, experiences and perceptions. Interpreting the participants’ value systems in relation to 
what was spoken about that lead to the uncovering the nature of what the participants value, which 
enabled the process of ethnography giving direct access to personal accounts of their identity 
negotiations. Moreover, allowing for a greater understanding of their values, subject interests, and 
vulnerabilities (Heath, 1983).  
 
4.2.2 Criteria, Method and Selection of Participants 
There were two participants who were purposefully selected for this particular study according to 
where they attained their initial teacher training. Babbie (2007) speaks about purposive sampling, 
which was explained as using the most representative and useful participants to relate to a 
particular study, and so the two participants that were chosen for this study were fitting in relation 
to this definition. The two participants chosen to be part of this research study were both B.Ed. 
graduates from the WSoE who specialized in FP teaching. It was important that both of the 
participants had to be beginner teachers – with full-time teaching positions in the FP, both teaching 
at inner city schools in Johannesburg. These beginner teachers have had first-hand experience with 
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FP teaching as they both majored in FP teaching during their teacher training. They received the 
same initial teacher training and thus have the same or similar credentials, but they have had 
different teaching experiences, which was the essential aspect needed for this research study. The 
chosen participants were from both Government/Public and Private schools which will give the 
research a fair basis for comparison due to the fact that they work in different communities of 
practice within the same inner city schooling context. 
 
4.2.3 Participant Profiles 
 
The above table displays the personal profiles of the two FP beginner teachers who were 
participants in this research study. Their genders, ages, the grades they teach, their highest levels 
of formal education, school types, number of years they have been teaching and the number of 
learners they each have in their classrooms are the aspects that were profiled because they had 
the most relevance in relation to the main and sub-questions, as well as being in correlation with 
the literature that was reviewed. This participant profile table aided in displaying the background 
information that was required to describe the participants.  
Participant 
Pseudonyms 
Gender Age Grade Highest level 
of education 
Number 
of 
learners 
in each 
class 
School 
type 
Number 
of years 
teaching 
Rivoningo Female 28 Grade 1 Masters 
Degree in 
Psychology 
and School 
Learning  
25 Private 2 
Samuel Male 30 Grade 3 Honours 
Degree in 
Literacies, 
Languages 
and Literatures 
45 Public 3 
 Table 1.2 Table illustrating the participants’ personal profiles 
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4.3 Research Design 
4.3.1 Organization and Analysis 
This research study applied qualitative methods in order to focus on the negotiations of beginner 
teachers in the FP professional identity. In light of electing an appropriate research methodology, 
Smith (1995) recommended that a serious concern for persons rather than variables and statistics 
be taken into consideration. The use of qualitative data analysis sought to describe general 
statements about relationships and themes that were unveiled in the data. This research study in 
particular sought to describe the relationship between beginner FP teachers, their communities of 
practice, and their initial teacher training, all in relation to how they negotiated their professional 
identities as well as where to use their professional teacher identities. Analysis is a broad term 
that encompasses the following three categories when analyzing data: description, analysis and 
interpretation (Wolcott, 1994). In relation to thematic content analysis, which was the tool of 
analysis that was employed for this study, themes are discovered within the data which helped 
interpret the data attained from the interviews (Braun & Clarke, 2006). These themes are then 
measured against the literature in relation to the research questions that guide this study. 
Participants were given pseudonyms for the purposes of maintaining their personal identities for 
confidentiality purposes, here within referred to as “Rivoningo and Samuel”.  
The data collection process took place in the form of semi-structured interviews with the two 
chosen participants. The semi-structured interviews were in the form of three separate interview 
sessions which were audio-taped. Audio-taping the interviews was the most effective method used 
for this research study due to the fact that the interviews were transcribed and the audiotapes were 
played back numerous times in order to allow for a deeper analysis of the responses which were 
given by the participants. Having an audible record of the data collection process served to be an 
advantage. The role of using semi-structured interviews was also advantageous because it played 
a vital part in the attaining of data which gave allowance for clarification in the data transcription 
process before the analysis took place (Irvine, Drew, & Sainsbury, 2013). There were a few 
questions that I was not satisfied with in relation to the responses given by the participants – this 
form of data collection allowed for elaboration and discussion of the questions asked during the 
interviews between me and the participants.  
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The audiotapes were transcribed which assisted me in identifying categories of importance in 
relation to the various aspects covered in the research as well as linked to the given literature. 
 
The process of data analysis that was used to carry out this research study was centered on the use 
of thematic content analysis. “Thematic analysis is a method for identifying, analyzing and 
reporting patterns (themes) within data. It minimally organizes and describes your data set in (rich) 
detail” (Braun & Clarke, 2006, p.79). The sole purpose of using this particular tool of analysis was 
to find repeated patterns of meaning across all the data that was attained from the interviews that 
were conducted (Braun & Clarke, 2006) 
 
4.4 Limitations of this study 
In light of the time constraints and the participants’ busy teaching and studying schedules, it was 
difficult to conduct classroom observations to see the different teachers’ classroom layouts which 
would have demonstrated a different or similar impression of their professional identities. It was 
later discovered that those observations would not have fully contributed to the research findings 
in a meaningful way. Having done the first two interviews, I realized that I did not have enough 
data on identity to address the professional identity aspect of the study, thus an additional set of 
interview questions had to be devised.  Moreover, the research outcomes would have yielded richer 
contents of data if more participants were interviewed, who had attained their teaching degrees 
from other universities and not just the WSoE – this would have made for a more comparative 
study across the teacher training spectrum.  
 
4.5 Ethical considerations  
The participants’ identities were kept confidential throughout the duration of the research study 
and their names were replaced by the use of pseudonyms. While the semi-structured interviews 
were audio-taped and contained the two participants’ voices, they were not shared with anyone, 
thus their identities remained confidential. Only I had access to the raw data in order to maintain 
strict confidentiality. Participants’ names were kept confidential and I will not publish or share the 
details of the interviews with anyone besides the supervisors assisting with the completion of this 
research study, as per the ethical compliance (Silverman, 2016).  
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In conclusion, this chapter’s main focus was exploring the triangulation that foregrounded the 
entire research report, namely the initial teacher training, professional identity and the 
communities of practice. This chapter gave an explicit break down of each aspect that the 
triangulation comprised of.  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Masters in Education – Research Report- 2016/17 45 
Chapter Five 
Presentation and Data Analysis 
 
5.1       Introduction  
This study examined the responses of beginner FP teachers to how they negotiated their 
professional identities within their current working contexts, in relation to their initial teacher 
training. The triangulation of the three concepts above, which were also presented in the 
theoretical framework of this study, set the foundation for those dynamics which will be 
explored in this chapter. These three dynamics – namely personal/professional identity, initial 
teacher training and working context – may be viewed as being in competition, but they are 
essentially complimentary and contribute to the ways in which beginner teachers enter, adapt to 
or resist the expectations and practices of their places of employment. This chapter seeks to 
discuss the themes that emerged from the data attained from the interviews: Teacher’s Moral 
Purpose, Teachers’ Thoughtfulness and Reflexivity, Effects of the Male and Female Teacher 
Gender Roles in the Foundation Phase, The Foundation Phase Curriculum and Teaching 
Expectations, The Influences of Specialist and Generalist Approaches to Teacher Identity, and 
Teacher to Learner Language Learning Barriers. The analytical tool used to identify the themes 
that emerged was thematic content analysis. These themes allowed for the data attained from the 
interviews to guide the data analysis. The two main types of identity that are relevant to this 
research study are personal identity and professional identity; the focus is to identify whether 
these two categories of identity are seen as the same or interconnected when the beginner 
teachers negotiate their identities in their communities of practice.  
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5.2.      Teachers’ Moral Purpose 
The first theme that emerged from the interviews with the teachers is “Teachers’ moral purpose”, 
which addresses the nature of self-reflection and functional use of emotions to find the balance 
between emotions within their communities of practice and their professional identity. From 
teachers’ responses, this appears to help them reclaim their agency and authority within schools, 
particularly in their classrooms, to ensure that they enable learning. Two sub-themes were 
discerned under this theme: “Teachers’ thoughtfulness” and “Teachers as motivators for 
learning”.  
 
5.2.1. Teachers’ Thoughtfulness and Reflexivity   
From the two teachers’ responses it appears that they engage in some reflection within their 
communities of practice, which is to ensure that during the processes of teaching and learning in 
the classroom, they maximize learners’ access to the knowledge that they are teaching. The 
participant beginner teachers’ excerpts demonstrate that part of their professional identity is to be 
thoughtful of the learners they are working with and how they meet their needs. Samuel’s response 
illustrates this, he stated that:  
 
... the children that I teach don’t come from families where English is their home 
language, neither do they come from families where English is their second language. 
During my training to become a teacher, we were never taught how to teach English 
to second language speakers. While this is the case, it is my responsibility as the 
teacher to ensure that I bridge that gap and be patient with the learners.  
(Excerpt 1, interview 3) 
 
This response suggests that Samuel is aware of his learners’ personal circumstances, which plays 
a pivotal role in assisting him to configure strategies to best cater for the needs of his learners to 
enable epistemological access. Of interest is that this is irrespective of not being trained to teach 
English second language speakers. In addition, it is important to note that beyond the training that 
Samuel experienced from the university, he continues to negotiate his institutional identity 
(Wenger, 1999; Korthagen, 2013) in order to meet the contextual working conditions. Along 
similar sentiments, Rivoningo mentioned that:  
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I think I am a little bit more aware and inclusive of children, because I realize a lot of 
children come from different backgrounds, and that has effects on children’s learning 
in the classroom ... those are the realities that we deal with as beginner teachers. It is 
very challenging, since at times the theories that I learned at varsity are not applicable 
in my school. (Excerpt 2, interview 3) 
 
The above response addressed the teacher’s consciousness of the learner’s backgrounds as well 
as considering the role these can play in the process of teaching and learning, as a part of the 
‘reality’ some beginner teachers experience. In addition, the participants highlight the disjuncture 
between theory and practice, which has been addressed in a variety of literature. “Teacher 
educators should look more closely at teachers' understanding of their own work and of policy 
imperatives” (Parker & Deacon, 2017, pp.48-50). Similarly, King (2016, para.1) states that 
“there is a disjuncture between the school’s expectations and the expectations and needs of the 
novice teacher. New teachers often feel alienated in a school environment, and can easily 
become traumatized; they expect guidance, but receive ad hoc instructions”. There are two 
different kinds of disjuncture here: 1) The disjuncture between theory and practice (ITT content 
and actual practice), and 2) The gap that can exist between teachers’ expectations of what it 
means to work at a school and the actual institutional culture and expectations from the school 
itself.  
 
In relation to the above quotes there may be a need for teacher training institutions to have a 
greater understanding of the beginner teachers’ communities of practice as well as the content 
that they are being taught, and whether they correlate or not. Rivoningo’s above response 
supports the notion that there is a disjuncture between the theory and practice – within her 
teaching context she is not able to use the theory that she was taught, which is seen as a 
challenge. Furthermore, it may be difficult for teacher training institutions to consider all the 
possible varieties of contexts that need to be taken into consideration when developing their 
curricula. It would be essential to take into account the diverse schooling environments in the 
country. Unfortunately, South African schools scale from top-of-the-range facilities to being 
impoverished. This above excerpt taken from Rivoningo’s interview provoked concern which 
raises the question: which communities of practice do universities cater for? The WSoE is 
located in the Johannesburg inner city, so should these schools take preference? But, our smaller 
urban and rural schools are in greater need of upliftment, so should these contexts be prioritized? 
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It is then the beginner teachers’ agency that needs to be able to interpret which aspects of the 
theory can be put into practice to suit their specific communities of practice.  What we can see is 
that these teachers both engage in reflective practices on their contexts. Teacher reflection is a 
primary activity required from student teachers during their TE component, as well as being a 
practice used in methodology courses across WSoE. While these participants may not have 
addressed the specific issues that they now encounter, they seem to be utilizing the skills related 
to reflection in order to navigate their current contexts of employment.   
 
Wenger (1999) expresses that the self and professional identities are seemingly in harmony with 
each other, whereas, Korthagen (2013) argues that over time the self and professional identities 
find themselves in conflict. In addition, Kelchtermans (2011) argues that this is because, on the 
one hand, teachers attempt to prove their competence and skills, and, on the other hand, they need 
to be accountable to colleagues, students, parents, and various other stakeholders of the school.   
Moral purpose or level of mission, which refers to what is expected of teachers as described by 
Korthagen (2013, p.254), is what “gives meaning to our existence” and the degree of commitment 
to others.  According to Scheff (as cited in Hargreaves, 1998), individuals experience emotions 
such as shame, for instance, when they have fallen short of others or their own moral standards, 
placing one’s integrity and sense of self into question. Thus when teachers feel they have failed to 
achieve their own moral purpose or that of others, it can lead them to become emotionally 
devastated and blame themselves for the negative outcomes.  
 
This aspect of emotions shows the depth at which emotions can affect the personal and professional 
identity of teachers and how they often lead to teachers being unable to make the separation 
between the personal self and professional identity (Kelchtermans, 2011). This can be directly 
linked back to the above excerpts from both of the teachers’ responses, where they both 
demonstrate how their emotions take a back seat in comparison to their professional roles. They 
are most likely to pack their emotions in and do what is expected of them as teachers, and find new 
strategies for dealing with their feelings in their teaching environments. Thus teachers try their 
best to balance the pendulum swing. However, the vulnerability that teachers feel soon leads to 
dark emotions.  
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For example, Samuel said that:  
 
...to teach in an overcrowded class it is not easy, you need a little bit of motivation 
because now and then you are crying and you have to pack it all in. Now and then you 
want to quit but you cannot quit because you know that the children need you more 
than you need them (Excerpt 3, Interview 3). 
 
In relation to the above quote, it can be assumed that Samuel exercises emotional containment 
when he holds back his negative emotions to fulfil his professional mandate as he mentioned that 
he “packs it all in”. This can be understood to mean that the frustrations, stress, anxiety, and other 
negative emotions that he may be experiencing pertaining to his teaching responsibility become 
too much for him to suppress, which results in him separating his two personal and professional 
identities as a way to cope with the difficulties of his context. Thus he taps into his personal identity 
and cries, and once he has cried, he reverts back to his professional identity and uses his agency to 
further teach in the classroom (Wenger, 2000). This suggests that teachers lack emotional support, 
because he packs it all in and does not seek assistance from his colleagues. He still shows empathy 
towards his learners in not quitting, an act which would result in giving up on his professional 
responsibility which is to teach – no matter the cost, personal or professional (Winograd, 2003). 
Samuel seemingly values his learners and negotiates his professional identity through the 
containment of his dark emotions. This is demonstrated when he downplays his own emotions to 
fulfil his professional mandate in order to attend to the needs of the learners. His own needs that 
are not attended to are what Hargreaves (1998) and Winograd (2003) term as ‘dark emotions’. In 
this situation, it can be assumed that Samuel prioritizes his professional role over his personal 
feelings.  
 
It is these dark emotions that lead to the disequilibrium between emotions and teacher identity. 
So what causes these dark emotions to arise in teachers? There are many factors that might result 
in teachers developing negative emotions. Hargreaves (1998, p.841) states that teaching is an 
emotional practice that requires “immense emotional labor”. The emotional labour that teachers 
undergo and the negative emotions it causes is overtly addressed in the above response – the 
difficulty of teaching in an overcrowded classroom leads to the teacher needing motivation to 
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carry on teaching. Similarly, with regard to emotions, teachers can be negatively affected by 
their emotions when negotiating their professional identity.  
The following excerpt is an example of how Rivoningo’s identity shifts, where she negotiated 
her professional identity after having experienced a lesson that did not go as she had planned, 
and had a different reaction to similar incidents that happened thereafter. Rivoningo stated that 
“if I plan a lesson a certain way and if it fails, it’s okay – it happens. Where previously I would 
stress about it and sometimes even cry about it, I have come to the realization that sometimes 
you will have good days and bad days” (Excerpt 5, interview 3). She has found that this is a 
reality of her profession in her community of practice. Furthermore, she mentions that sometimes 
she would cry about lessons that did not go the way she had intended for them to go, which puts 
emphasis on the fact that there is a level of emotional labour that is linked to teaching and the 
fulfilment of the teacher’s intentions in the classroom (Petersen, 2014). It is unspecified whether 
she had support from her colleagues or HOD or not, which may have made her feel alone and 
isolated in her ‘failure’. However, she learned how to adapt within her community of practice 
where she has an identity shift – this displays a new coping mechanism where she comprehends 
that there will be lessons that do not work out, and she became okay with the fact that she cannot 
strive for perfection, but rather to gain experience and insights on how to move beyond the 
‘failure’. Similarly, there is an explicit demonstration of the use of Samuel’s agency through his 
efforts to make his classroom more learner-centered: 
 
They go home to locked houses as I said. Now I’m the one to read to these children, 
I’m the one to help the children with phonics, I’m the one to issue the homework to 
the same children and do it with them again because it becomes pointless for me to 
give them homework – then half the class comes tomorrow having not done the 
homework. So I might as well be the one to help them do the homework with the 
children. I strongly believe that what I did not get in that time I should give it times 
two if not times 5 in this current period (Excerpt 4, interview 3). 
 
These claims made by Samuel can be related to those of Hargreaves (1998) who raised questions 
such as: how are emotions then connected to the personal self and one’s identity? According to 
Hargreaves (1998), emotions of teaching are also shaped by teachers’ moral purpose and the 
conditions in which teachers work in their communities of practice.  
 
Masters in Education – Research Report- 2016/17 51 
Samuel is able to navigate between where his learners are and where they should be: “I’ve set up 
my class so that it would benefit the children that I am teaching. I have set up my class so it can 
catch the children’s eyes whenever they walk in and before they go home” (Excerpt 5, interview 
3). This is an example of his thoughtfulness and tactfulness coming into play in relation to his 
professional identity as he has actively done something to aid his learners in the classroom. He 
asserts that he has set up his classroom in a manner that catches the children’s eye, which refers to 
him window dressing the classroom with useful educational resources that are focal points that 
give educational value to the learners (e.g. sight words on flash cards displayed on the wall). He 
is able to use his teaching ability to do more than merely teaching to the curriculum, but also to 
consider the learners’ cultural capital and assist them in making meaning in a more profound 
manner by responding to his particular teaching context. Samuel responds to his context by making 
his own resources which consist of flashcards that he displays on his wall of various sight words, 
the alphabet, number names, days of the week and months of the year. The fact that his response 
is emotionally loaded requires a negotiation of personal and professional identity, which illustrates 
the deep interconnectedness between identity and social context. That is, identity is itself situated 
in time and place, as well as in relation to our interactions with others. This will in turn yield 
positive academic results. Samuel’s tactfulness is demonstrated in his responses in the approach 
he employs by taking his learners’ needs into consideration.  
 
Rivoningo’s response reveals a different dynamic which also demonstrates her thoughtfulness 
towards her learners. For example, her tactfulness is seen in the manner in which she is able to 
identify that there may be a problem in one of her learners’ lives because his parents are separated. 
Like Samuel, her learners’ personal well-being is also an aspect that she takes into account. She 
goes beyond the call of duty with regard to being thoughtful of her learners’ parental affairs. 
Rivoningo shared an experience which took place in her class where there is a child whose parents 
are divorced yet they do not live separately. She puts emphasis on the fact that in the learner’s head 
he still sees mom and dad as a couple. In the beginning of the year, she had no idea that the learners’ 
parents were separated because he spoke about his parents in a manner that suggested that they 
were still together. “... That detachment of the mom – I think I kind of filled that little gap for him” 
(Excerpt 6, interview 3). 
Masters in Education – Research Report- 2016/17 52 
 Rivoningo’s above response validates her tactfulness as a FP teacher. She goes beyond the call of 
duty by participating in his need for a motherly figure. She assumes this role knowing that it will 
enhance his classroom experience.  
 
5.2.2 Teachers as Motivators  
It has always been expected that teachers have good character and uphold decent moral standards. 
It can be argued that this expectation has given rise to the notion of teachers also assuming the role 
of motivators for learners to attend school and participate in learning with positive attitudes.  
It is a critical commonplace that the main forms of teaching are directing; 
participating, delegating and combined styles and all these are the main forms of 
teaching and leading. Effective teachers will have these qualities. Teachers, like 
leaders are supposed to provide purpose direction and motivation. Teachers with 
these and many other positive leadership qualities will be able to enhance learning in 
their classrooms as they transform their classrooms to be teacher leaders (Msila, 
2012, p.101).  
 
In this study, teachers’ responses illustrate that they can serve as motivators both consciously and 
subconsciously through their actions as well as the ways in which they interact with the learners. 
For example, Samuel stated that “You may as a teacher change a child’s life in various and many 
ways by doing little and simple things ... children may grow to loving you, because you speak 
smart, or you speak nice, or you speak well, they might just associate with you, so I always have 
to make sure that I communicate in a respectable way” (Excerpt 7, interview 3). From this response 
it can be discerned that the expectations from his working context influence the negotiations of his 
professional identity. One way of interpreting this response could be that the teacher is aware of 
his approaches to teaching, his professional self, how he may or may not influence the learning 
that occurs in the classroom, and the possible social impact of his actions and performance of a 
teacher-identity. In relation to Samuel’s assumed role within his community of practice, Lumpkin 
(2008, p.45) stated that “as teachers interact with learners, it is vital for them to serve as role models 
of character by making professional judgements and decisions based on societal and moral 
virtues”. His presumption that his actions may affect children’s lives shows that he has a greater 
understanding of the consequences that may arise from his interactions with his learners.  
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This means that he pays close attention to the manner in which he speaks, what he says, and even 
to the vocabulary he uses.  
 
Similarly, Rivoningo stated that she has a university wall in her classroom which she has created 
as a source of motivation for her learners to aspire to go to university and become professionals in 
their own right. “It’s kind of like a goal for my kids and also for me to keep pushing myself – we 
always revert back to it, our hard work, and that is what we want to work towards even though it’s 
FP, it’s kind of like to get them moving.” (Excerpt 8, interview 3). While it is expected that teachers 
should serve as motivators in various ways at various grade levels, Rivoningo has taken a different 
approach to Samuel. She has used a more goal-orientated approach to showing her learners what 
the rewards of being motivated to work hard look like. She mentions that even though she is 
teaching in the FP that does not limit her from informing her learners about the post high school 
academic experience. Most children in the FP may have never fully understood the term 
“graduation”, whether it is a place, an event or even a person. However, Rivoningo explains to her 
learners what a graduation is, how she got to that point, and what it has afforded her in relation to 
her career. She may have even related it back to means of studying hard in the FP so that her 
learners can pass and progress to the next grade level. This is a more realistic way of asking the 
learners what they want to be when they grow up, a subtle way of encouraging them to develop 
dreams for their futures.  
 
In addition to the above responses, it has been made explicit that teachers are entrusted with the 
moral duty of inspiring and motivating their learners, not only to become lifelong learners, but to 
aspire to be more than what they are, and to pursue their dreams no matter the cost. Teachers are 
able to encourage their learners about the importance of striving for greatness – no matter what 
their background is, who their parents are, where they live or even who they perceive themselves 
to be, it is still possible for them to be successful. Teachers being role models to their learners is 
intrinsically linked to their roles as motivators, being people that the learners can look up to and 
understand in a greater manner of living morally sound lives.  
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“A virtue is socially valued, while a moral virtue, such as honesty, is morally valued. Schools and 
teachers should educate for character, especially through teaching respect and responsibility” 
(Lickona, 1991, cited in Lumpkin, 2008, p.45). Character can be defined as a universal 
phenomenon which is descriptive of how people live according to a moral code which is essentially 
in line with moral virtues, such as being honest, respectful, and having the conviction to live 
according to these virtues which are deemed to be of sound morality (Lickona, 1991, cited in 
Lumpkin, 2008). Therefore, “as teachers interact with learners, it is vital for them to serve as role 
models of character by making professional judgements and decisions based on societal and moral 
virtues” (Lumpkin, 2008, p.45). Teachers modelling good character to their learners serves as a 
positive influence in the classroom. For example, the teacher will arrive at school on time, to 
demonstrate punctuality. The teacher will model respect by speaking to the learners in a polite 
manner, waiting for others to speak before responding and being attentive and maintaining eye 
contact. The teacher is assumed to be the one who exudes wisdom, which will be demonstrated 
through their ability to model what is right and acceptable and what is wrong and unacceptable in 
terms of behavior as well as life skills. Learners being able to see how teachers deal with challenges 
in the classroom and on the playground is also an important aspect of teachers serving as 
motivators. This is likely to motivate and prompt learners to handle situations in a constructive 
and respectful way, which is also effective to solving the issue without anyone being harmed. 
“Integrity means consistency doing what is right, even when it would be easier to do something 
that is personally more beneficial” (Lumpkin, 2008, p.45).  
The participants have pre-conceived notions of what their FP classrooms should look like 
according to what they were exposed to during their initial teacher training, having gone to a 
variety of different schools during their TE. Lerseth (2013) asserts that identity recognition 
occurs during the practical teaching experiences. The teaching experience component of the 
undergraduate degree curriculum is considered to be the most significant component of the entire 
teacher training, because it is a key aspect in the preparation of pre-service teachers getting 
actual experience in the classroom (Chepyator-Thomson & Liu, 2003).  
 
Masters in Education – Research Report- 2016/17 55 
According to Abbott-Chapman (2005, cited in Pearce & Morrison, 2011, pp.49-50), beginner 
teachers “...often experience a mismatch or dissonance between idealism and reality”. It can be 
assumed that this means that what they experience during their TE in the practical components of 
their ITT does not fully emulate what their professional teaching experiences will entail. This 
mismatch between idealism and reality may lead to the struggle that beginner teachers encounter 
during the early stages of their careers when they are negotiating their professional identities 
within their ‘communities of practice’ (Wenger, 1998). 
It is essential that, before beginner teachers start negotiating their professional identities, they are 
able to identify different forms of identity, either personal or professional, which may emerge in 
various contexts and situations. Lerseth (2013) addresses two types of identity recognition, 
namely personal recognition and recognition by others. Recognition by others is interpreted as 
the recognition in accordance to the norms and standards stipulated by the South African 
curriculum for teachers called Curriculum Assessment Policy Statement (CAPS) (2014). The 
CAPS document stipulates that FP teachers should meet the professional requirements of being a 
teacher in compliance with The South African Council for Educators (SACE) (DoE, 2007). The 
CAPS document does not speak about teachers’ professional identities, what is expected of them 
as professionals, the different communities of practice within the education industry or anything 
pertaining to ITT. However, the Department of Education is centered on the professional 
development expectations and is more teacher union-orientated. The document states that: 
 
As a teacher, you are expected to acknowledge the noble calling of your profession 
to educate and train the learners of our country; acknowledge that the attitude, 
dedication, self-discipline, ideals, training and conduct of the teaching profession 
determine the quality of education in this country; acknowledge, uphold and promote 
basic human rights, as embodied in the Constitution of South Africa; 
commit yourself therefore to do all within your power, in the exercising of your 
professional duties, to act in accordance with the ideals of your profession, as 
expressed in the SACE Code of Professional Ethics; and 
act in a proper and becoming way such that your behavior does not bring the 
teaching profession into disrepute (Retrieved from 
http://www.education.gov.za/Informationfor/Teachers.aspx). 
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These experiences and insights may have influenced what the participants think they should be 
teaching and how they should be teaching it. This is Samuel’s description of his classroom: “My 
Foundation Phase classroom is very colourful, it has your basic resources that stimulate 
learning... it has your alphabet which goes with a little bit of a picture to support the alphabet, it 
has texts that go with images to support the text” (Excerpt 9, interview 1). This can be 
interpreted as a learner-centered approach which entails the teacher taking into account the 
diversity of the learners in the classroom, their different backgrounds, and individual needs, as 
well as their academic strength and weaknesses (Brown, 2003). Samuel refers to “...resources 
that stimulate learning” (Excerpt 10, interview 1), which is one of the main objectives related to 
a learner-centred teaching approach. What this means in relation to his identity is that he is 
professionally inclined to put the needs of the learners as his primary objective. With regards to 
his professional identity, he is linking what he was taught in theory during his teacher training 
and implementing it in the classroom, which is seen through the practical use of resources that 
stimulate learning. Rivoningo has a “Mickey Mouse” theme in her classroom and she justifies 
having this theme according to the age of her learners. FP learners are at the age where they need 
visual stimulants in the classroom to enhance teaching and learning. Rivoningo engages in 
collaborative learning where she gives the learners the opportunity to work with her to make 
resources for the classroom: “...we make posters together like for each theme, so we have a 
writing wall where we make our own flashcards and posters together” (Excerpt 11, interview 1).  
 
Negotiating one’s professional identity as a teacher is not an easy process, and there are many 
aspects that influence this negotiation between the personal and professional self. Lerseth (2013, 
p.89) describes this process as “...identity recognition in terms of identifying who the participant 
is becoming and/or the kinds of person he or she is being pressed, sought, or invited to become”. 
Thus, the participants in this study needed to be able to identify with who they are becoming as 
beginner teachers in the FP, and who or what is probing their identity recognition in this regard.  
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5.3 Effects of the Male and Female Teacher Gender Roles in the Foundation 
Phase  
It is rare but not uncommon to find male teachers in the FP due to the dominance of women in 
this particular phase of teaching in the South African context. In the FP, the learners’ age range 
is from 6 to 10 years from Grade 0 to Grade 3 within the South African schooling system 
(Petersen, 2014, p.1). The dominance of women in the FP is viewed as a negative aspect by 
Petersen (2014), which, she affirms, has led to socially and culturally recognized roles for 
women as primary caretakers of young children, and which has infiltrated the field of education. 
This makes it difficult for men to be forthcoming with their interests in teaching in the FP. 
“Gender prejudice and stereotyping loom large when it comes to reasons for the small number of 
men in childhood education settings” (Mashiya, 2014, p.25). The mere fact that male teachers 
need to have reasonable motive to teach in the FP affirms the stereotyping and gender prejudice 
which Mashiya (2014) speaks of. This statement provokes the question: what is a reasonable 
motive and who deems the reasonability of this? According to Petersen (2014), the impact of 
cultural factors, such as male FP teachers being perceived as weak men or intellectually inferior 
in relation to the role of women in childrearing, has been one of the predominant factors that 
discourage men from teaching in the FP (Petersen, 2014), and this reproduces problematic 
gender roles. Male teachers in the FP need to be respected as professionals in relation to their 
female counterparts.  
 
Generally, in sub-Saharan Africa, even as many education systems are rapidly undergoing 
change, with increased access to education, this has not been matched by increased male 
enrolments in early childhood education (see Wallet, 2006). A South African study reveals that 
teaching in the early grades is often accompanied by simplistic images of FP teachers as 'nannies' 
and 'caregivers', both of which are generally associated with a woman's rather than a man's role 
in society (Petersen & Petker, 2011). Such factors contribute to negative cultural associations 
which classify women as more suited to raising children and thus being better suited and better 
equipped in respect to teaching in the FP early grades (Petersen, 2014). 
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Considering what Petersen and Petker (2011) have discussed, even though gender inequality may 
not be spoken about frequently in relation to males teaching in the FP, this does not take away 
from the reality that it still plays a key role in the professional identity formation and negotiation 
of the male teacher within the South African context. This is the notion of atypical gender 
inequality, when in the FP schooling context, the power relations become reversed, despite men 
holding patriarchal power in general social circumstances. This is directly links to the analysis of 
Samuel who was a participant in this research study. Samuel mentioned in his interview that he 
enjoys teaching younger children, which according to vast literature by Mashiya (2014) was 
suggested to be a result of his lack of masculinity – enjoying teaching younger children as a male 
professional has been marginalized within the education industry as FP teaching has been a 
predominantly women based teaching phase. It can be argued that whether or not his masculinity 
is compromised is irrelevant to him being able to teach and communicate with the learners on 
their level (Mashiya, 2014).  
 
There are advantages to having male teachers in the FP, such as specifically striking a balance in 
gender roles in the schooling context, which would help learners have a balanced view of society 
where certain jobs, duties and roles are not set aside for only males or females (Martino, 2007). 
Moreover, having positive male figures aids learners in their understanding of the male role in 
society. Taking this advantage into consideration, Samuel has indicated that his students see him 
as an older brother figure with whom they can freely and insightfully converse. “I play the 
brother role, the reason being that the learners see me as one of their brothers, because they have 
got brothers who are my age, of my height and that speak the way that I do, so they see me 
literally as a brother rather than a father figure. They see me as someone they can walk with as 
they are walking to the tuck shop and chat” (Excerpt 12, interview 3).  
 
In relation to the above quote, it is evident that Samuel resembles the older brother figure who 
not only teaches his learners on an academic level but is able to reach their emotional and social 
needs through the use of his role as a FP teacher. Young children need strong, smart, socially 
relevant male role models to look up to and confide in; this will help them grow up with a 
diversified understanding of gender roles in society (Martino, 2007).  
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Having predominantly female teachers sends a subliminal message to the learners that there are 
certain jobs that are allocated to females and others that are allocated or even inaccessible to 
males (Thornton & Bricheno, 2008 cited in Petersen & Petker, 2011). “Providing young boys 
with appropriate role models” (Thornton & Bricheno, 2008, cited in Petersen & Petker, 2011) is 
one of the most important aspects that needs to be addressed in the FP. There needs to be an 
increase of positive roles that a male teacher can play, where learners are taught by both male 
and female teachers. Teachers set the standard for boys and girls who will grow up to be leaders. 
They understand the role of gender equality and striking a balance in the way they see teaching 
as a career as well as their view of the teaching industry at large (Bleach, 1998; Johannesson, 
2004, as cited in Petersen & Petker, 2011).  
 
5.3.1 The Foundation Phase Curriculum and Teaching Expectations 
Teaching in the foundation years of education is often very rewarding for teachers because they 
see the growth in their learners, who come into the grade not knowing all the skills and 
knowledge that they learn by the end of the year. FP teachers are also tasked with the 
responsibility of being the figure of authority and guidance in the classroom. Through the 
transition from being a student to being a professional, beginner teachers are not verbally told of 
their expectations. Teacher educators often equip their student teachers with the skills they need 
to teach, but may not verbally discuss what exactly is expected of a teacher in a more holistic 
manner, for instance, how to dress professionally, how to address parents, and how to conduct 
yourself as a teacher in the classroom in relation to speaking to the learners.  
 
Rivoningo perceives herself as a leader and the one in authority when teaching younger children, 
which may be the main aspect that influenced her to teach in the FP.  
It is a critical commonplace that the main forms of teaching are directing; 
participating, delegating and combined styles and all these are the main forms of 
teaching and leading. Effective teachers will have these qualities. Teachers, like 
leaders are supposed to provide purpose direction and motivation. Teachers with 
these and many other positive leadership qualities will be able to enhance learning in 
their classrooms as they transform their classrooms to be teacher leaders (Msila, 
2012, p.101).  
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The manner in which Rivoningo speaks about her learners in comparison to how Samuel refers 
to his learners could lead to the assumption that Samuel distances himself from his learners – he 
refers to them as “the learners” whereas Rivoningo refers to the learners in her class as “my 
kids”. This could be related back to some form of womanly/nurturing characteristic being present 
in female teachers, but which could be absent in male teachers. Men are commonly expected to 
occupy the opposing identity to this maternal identity that woman are identified with, and 
evidently, to some extent, the two participants maintain this binary. It would be challenging for 
Samuel to suppress his masculinity to become more feminine and refer to the learners as his own 
children. This being said, there is evidence that he does have a sense of nurturing in his 
professional identity. This comparison gives rise to the consideration of what is said in the 
literature by Petersen and Petker (2011) in relation to men seeming weak for teaching in the FP. 
In the past, teaching in the FP as a male was set aside for women for reasons similar to the one 
previously demonstrated. There is an ongoing negotiation of different identities at play, and the 
relevant identity takes precedence when the situation or context allows for it.  
 
5.4 The Influence of Specialist and Generalist Approaches to Teacher Identity 
This theme deals with the effects of the beginner teachers having specialized in their teacher 
training in order to become subject specialists. This theme explores the advantages and 
disadvantages of the said specializations.  
 
The statement made by Makhila (2008, p.7), “The generalist approach of primary schools 
whereby teachers teach all subjects in the curriculum and even though having mastered none of 
these subjects”, is relevant to the South African context – the FP teacher is expected to teach all 
the subject areas that are stipulated in the CAPS curriculum. The FP teacher should be able to 
teach all the subjects even though they may have specialized in an Honours/Master’s degree in 
Literacy, Mathematics, Psychology, Science, or Early Childhood Development (ECD), for 
example. The emphasis in the FP is on generalized teaching more than it is on specialized 
teaching. This may be an area of interest when dealing with teacher identities, especially for the 
beginner teacher who is at an early stage in their professional identity negotiations.  
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Even though there is an indication of subject specialization being done in primary 
schools, but it was lacking as teachers indicated being frustrated by the model used 
as it was just subject sharing rather than subject specialization. This is often a 
departure from their pre-service training where they were trained a generalist 
(Makhila, 2008, p.7).  
 
The study of teacher identities is a relevant topic which is of importance in most, if not all, 
contexts, countries and institutions of higher education. Makhila (2008, p.17) articulates that “... 
primary school pupils needed to know and identify with their teachers and who in turn should 
ensure that they progress through the curriculum”. This extends on the fact that teachers need to 
have characteristics (such as a good work ethic, punctuality, kindness, generosity and 
confidence) in their professional identity which their learners will then in turn identify with, as 
they undergo the processes of teaching and learning both inside and outside the classroom. Not 
only is the teacher negotiating their professional identity, but the learners themselves are also 
negotiating between their home and school identities. The role of the teacher is vital in their 
negotiations; learners spend so much time at school with their teachers that they may pick up on 
and emulate their teachers’ professional identity. 
 
It is by no means clear that subject knowledge and higher quality teaching are more 
likely to come from subject specialists than from generalist class teachers (or from 
those class teachers with either primary low certificate holders, Primary high 
certificate holders, degree holders). There is a need to establish where the differences 
lie, the underlying causes of the ‘good teaching’ cited and to relate them to the level 
and source(s) of teacher knowledge before claims for subject specialist teaching can 
be established. Hard evidence is needed, not assumption or assertion (Thornton, 1998, 
cited in Makhila, 2008, p.11). 
 
Teachers in South Africa can be expected to teach six to eight subjects with a ratio of one teacher 
to a class of 25 to 45 learners in a class the whole day, depending on their specific teaching 
context. Teachers are also expected to provide learning support to the learners who need extra 
academic attention, this is all a part of the job at the schools which have the necessary resources 
for this kind of support. This is seemingly difficult for teachers as they have to learn, know and 
teach everything that is expected of the national curriculum (CAPS) while doing all of the above, 
including the administrative work.  
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With all the time constraints, class size dynamics, surplus or deficit of resources, and support or 
lack thereof, teachers have to meet all the minimum assessment requirements alongside the 
demands of the content depicted by the CAPS (Makhila, 2008). Beginner teachers who have 
completed Honours and Masters degrees in specific areas of expertise may want to incorporate 
their postgraduate studies into their everyday teaching and learning or despite the restraints of the 
expectations of the national curriculum. There are advantages and disadvantages to teacher 
specialisation: an advantage would be that teachers are afforded the opportunity to teach within 
their subject area of expertise with passion and intent; a disadvantage would be that teachers are 
limited to that particular subject area of expertise, which may lead to their lack of generalized 
content knowledge and teaching. The learners may then be exposed to a variety of ‘specialist 
teachers’ throughout the school day which may lead to confusion and cause a disconnect in the 
overall teaching and learning (Makhila, 2008).  
 
The following response serves as an example of an advantage of specialist teaching in the FP. 
Rivoningo states that “I would say that out of all the content and academic aspects of teaching, I 
would say social and emotional development is my favorite... As a teacher you need to love what 
you do, so for instance I am not a fan of Afrikaans so teaching it is difficult, so you need to have 
that passion behind what you’re actually teaching” (Excerpt 13, interview 3). Rivoningo 
completed an Honours degree specializing in Psychology in child education – this adds merit to 
her above response where she expresses her passion for the learners’ social and emotional 
development. Applying her knowledge about the child and their social and emotional 
development gives her an advantage in the manner in which she approaches her learners and 
knowing which methodologies to use in order to incorporate the psychological aspect of her 
teacher training in her everyday teaching. Another example of her awareness of her learners’ 
social and emotional side is displayed in her ability to be inclusive in the teaching and learning 
process in the classroom: “I think that I am a little bit more aware and inclusive of children, 
because I realize a lot of children, everyone comes from different backgrounds, and that has 
effects on children in the classroom” (Excerpt 14, interview 3).  
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According to Makhila (2008), within the Botswana teaching context there are a few challenges in 
relation to the support of the specialized approach and the generalist approach to teaching. “One 
of these challenges is the generalist approach of primary schools whereby teachers teach all 
subjects in the curriculum and even though having mastered none of these subjects” (Makhila, 
2008, p.7) – this can serve as a disadvantage. The South African context is very similar, 
specifically with regard to some public inner city, township and rural school contexts where the 
class sizes are as high as between 45 and 50 learners in a single classroom. The teacher is 
expected to teach all the general FP subjects, namely literacy (English), numeracy 
(mathematics), life skills, Afrikaans, and physical education (P.E). In government schools, the 
learners have a specialist IsiZulu (or other language) teacher, and a specialist music teacher.  
 
However, in comparison, private inner city schools have specialist occupational therapists, 
speech therapists, drama teacher specialists, learning support teachers to remediate in class, and 
an IsiZulu and Afrikaans specialist teacher, as well as individual musical instrument teacher 
specialists in addition to the general whole class music teacher specialist. This could be posed as 
both an advantage and a disadvantage. One of the disadvantages that Makhila (2008, pp.8-9) 
states is that “... primary school children need to know and identify with their teachers and who 
in turn has to ensure that they progress through an integrated curriculum rather than fragmented 
subjects taught by different teachers”. In addition, there are advantages which positively affect 
the teacher: the class teacher’s teaching time and preparation are reduced, and the learners are 
given the specialist attention that enhances their specific learning needs and they are taught by a 
specialized teacher who is able to teach them at a high level of subject expertise (Makhila, 2008). 
Professional identity negotiations take place when teachers are able to express their passion 
through the use of their expertise in the classroom. This in turn gives them the opportunity to 
engage with their professionalism on a different level.  
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5.5 Teacher to Learner Language Learning Barriers  
As a beginner teacher it may be hard trying to understand and interpret theory and methods and 
then having to implement this into their everyday teaching practices.  Thinking of ways to allow 
the learners epistemological access to the knowledge that they are meant to be learning may be 
even more difficult when the diverse range of second and even third language English speaking 
learners fills the classroom. Beginner teachers who were trained and taught in EHL proficiency 
level might find it challenging to teach ESAL learners. In the South African context there are 11 
official languages, which may pose as a challenge for beginner teachers in the classroom as it 
may be difficult to teach each and every learner. These classrooms also consist of learners who 
come from other African countries such as Zimbabwe, Congo and Nigeria. This means that the 
teacher has to cater to the needs of the learners who speak one of the 11 official languages 
(English, IsiZulu, SeSotho, Sepedi, Setswana, Afrikaans, IsiXhosa, Tshivenda, Xitsonga, 
IsiNdebele, Setswana) as well as having to cater to the learners who speak Shona, French, Igbo 
and/or Swahili, for example.  
Samuel expresses that he has experienced situations where he was unable to communicate with 
his learners because they could not speak or understand the language of teaching and learning 
which is English: “The children that I teach don’t come from families where English is their 
home language, neither do they come from families where English is their second language. I 
believe that English is their third language if not their fourth language” (interview 3). He 
elaborates on his teaching experience as a qualified teacher, and the difficulties he has in 
teaching due to language barriers in the classroom. 
I have taught in a multicultural classroom where I have taught children with different 
beliefs and different languages, only to find out that I have to use English as the 
medium of instruction. The children don’t know English because they’ve never heard 
English before. It’s a little bit challenging because you don’t know how to code 
switch in all 11 official languages and you don’t know how to code switch to the 
other languages that your learners are bringing into your class. This was a challenge, 
but I grew from that experience, because the duty and sole purpose of being a teacher 
is to teach those children the English language so that they can be responsive to the 
teaching and learning (Excerpt 15, interview 3). 
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South Africa is a very diverse country and translates to our schooling contexts and 
classrooms being diverse as a reflection of the society. Being able to discern which theories 
and methods are most likely to be effective when teaching is a challenge that all beginner 
teachers face, as they may not have the practical experience to know what has worked and 
what has not worked in the classroom. Taking into consideration the different languages, 
beliefs and morals that the children bring into the classroom is very important. Knowing 
the cultural and linguistic capital that the learners bring will serve as a guide of where the 
teacher should draw their inferences from, speaking and teaching using examples of 
various aspects that the learners can relate to and draw knowledge from. This can be 
referred back to the Zone of Proximal Development (ZPD) where Vygotsky illustrates that 
when teaching, the teacher has to be able to meet the learners at their actual level of 
understanding and take them to where they should be intellectually by mediating through 
the use of teaching resources and various methods (Chaiklin, 2003). Samuel displays an 
understanding of what is expected of him as a teacher, which is to teach the learners the 
language of instruction so that they may be able to learn and be responsive through the 
process of teaching and learning. However, there is a greater need for better engagement 
with English as a Second Language (ESL) and multilingual education in the FP. Resorting 
to ‘teaching English’ means that the problem of how education does not attend to 
multilingualism in South Africa has not been solved. Rather, it suggests that this 
participant is working with what he has and, despite his good intentions, cannot move 
beyond the limitations of the educational and ITT systems that he works with. 
Furthermore, it can be assumed that many beginner teachers face the same challenge with 
regard to language being a key issue in their ability to teach. Having been taught in EHL 
during their teacher training, teachers can find it difficult to mediate and teach English to 
ESAL learners because there is no clear understanding of what they require to foster 
understanding and epistemological access. Samuel’s professional identity is constantly 
being probed and he negotiates it through these different experiences that challenge him as 
a professional: “This was a challenge, but I grew from that experience” (Excerpt 16, 
interview 3). In light of the fact that he mentions how he grew from this experience, this 
shows a sense of positive reflexivity; he was able to reflect on it and have a sense of 
understanding that even though it was a challenge, he was able to overcome it.  
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Samuel does this by changing his teaching methods to accommodate his learners’ lack of 
language proficiency, and devising his own teaching and learning resources that enable 
them access to the basic elements of the English language, such as the alphabet which is 
differentiated in accordance to vowels and consonants.  
In conclusion, this chapter sought to capture the overall themes that were interpreted and 
analyzed. Having captured the core themes that foregrounded this data analysis chapter, I 
used quotes from the actual interview process/data as excerpts to substantiate the 
assumptions and interpretations that were discussed. Using the actual data attained from 
the interviews gave this chapter the merit that it needed to create an informed analysis 
which correlated with the initial main and sub-questions that have been explored 
throughout the research report, and later recommendations resulting in an overall 
conclusion (Chapter Six).  
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Chapter Six 
Conclusion and Recommendations 
6.1 Conclusion  
This chapter seeks to consolidate the findings of the data attained through the interviews as well 
as the interpretations from the data analysis process. In light of having researched the manner in 
which beginner teachers negotiate their professional identities, it is important to remember that 
teaching is a profession where “who one is as a person is so much interwoven with how one acts 
as a professional, and because of this both sides cannot be separated” (Lamote & Engels, 2010, 
cited in Lerseth, 2013, p.61).  
Research on teachers’ professional identity formation also contributes to our understanding and 
acknowledgment of what it feels like to be a teacher in today’s schools, where many things are 
changing rapidly, and how teachers cope with these changes. From this point of view, it is 
important to pay attention to the personal part of teachers’ professional identity. What is found 
relevant to the profession, especially in light of the many educational changes currently taking 
place, may conflict with what teachers personally desire and experience as good. Such a conflict 
can lead to friction in teachers’ professional identity in cases in which the ‘personal’ and the 
‘professional’ are too far removed from each other (Beijaard, Meijer & Verloop, 2004). Research 
on beginner teachers’ professional identity formation is seen as relevant to teacher educators and 
mentors in schools in order to better understand and conceptualize the support student teachers 
need, particularly student teachers (Volkmann & Anderson, 1998, cited in Beijaard, Meijer & 
Verloop, 2004). The findings of this study suggest that even when there is friction between a 
teacher’s personal identity and their understanding and performance of their professional identity 
with institutional and contextual expectations, teachers find ways to adapt to their context of 
employment, which demonstrates a meaningful interconnectedness in the ability to negotiate 
between these two identities.  
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The topic of the negotiations related to beginner teachers and their professional identities has been 
a very valuable study which will greatly contribute to the understanding of what beginner teachers 
need in terms of support to retain them within the teaching industry. Finding more reasons to help 
guide, support and sustain beginner teachers in their early years of teaching may be the 
foundational career aspects that yield different results. Much research has been done on veteran 
teachers but it is also very important to do research on beginner teachers in order to gain a better 
understanding of what the transition from student teacher to professional teacher is like. This will 
benefit 5 key concepts: 1) teacher training institutions, 2) school leadership, 3) beginner and 
veteran teachers, 4) the learners, and 5) the education industry at large. 
 
Teacher training institutions will be able to adjust their curricula according to the needs of the 
beginner teachers, keeping in mind that the South African teaching context is very diverse and, 
even though it may be near impossible to cater to every single community of practice, it is 
important to at least equip the pre-service teachers with skills and knowledge that can be adapted 
in most contexts. Beginner teachers need support, encouragement and reassurance that they are on 
the right teaching path and constructive feedback that their teaching is both effective and efficient. 
The learners benefit so much more when they have a confident, self-sufficient and driven teacher. 
It is this early stage that determines whether the beginner teacher will stay in the profession or 
move onto a new career path. Teaching is a rewarding career path if the beginner teacher is 
surrounded by a team of professionals who want to see them win and become the best version of 
themselves in both their personal and professional capacities. Being able to cater to the personal 
and emotional sides of the teacher is just as important as their professional development and skills 
based development. Emotional well-being is intrinsically connected to positive and/or negative 
professional advancement. A happy teacher equals a happy and productive teaching and learning 
environment.  
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In conclusion, the exploration of how beginner foundation phase teachers negotiate their 
professional identities in their communities of practice and in relation to their initial teacher 
training was completed. This resulted in various aspects that need to be addressed in order to better 
support beginner teachers in their identity formation and later professional identity negotiations as 
they transition from being student teachers to assuming professional roles as teachers. It would be 
in good standing that beginner teachers come into the teaching industry knowing what to expect 
and being better equipped to deal with the challenges of their communities of practice, not 
experiencing a disjuncture between the theories they learned during their teacher training and the 
practical teaching experiences in the classroom. It would be advantageous that there is a general 
tone of supportive leadership (DBE, school principals, teachers and teacher educators) that 
provides opportunities of beginner teacher induction and/or mentorship. This should be offered 
not only on a professional level but on a personal level as well. Furthermore, teacher educators 
will find this study beneficial in understanding the gaps in the formal training, and the formal 
training needs of beginner teachers, as well as what pre-service teachers would benefit from so as 
to aid their understanding of what is expected of them as well as the multitude of their 
responsibilities as professional teachers.  
 
6.2 Recommendations of this Study 
This research seeks to consider the possibility of using mentorship and induction strategies by 
exploring how some FP beginner teachers negotiate their ITT, professional identities, and their 
working contexts. As suggested by Wong (2004), beginner teacher mentorship and induction could 
be one type of support that keeps the beginner teacher in the teaching profession and helps them 
to develop a healthy professional identity that is not only conducive for teaching and learning, but 
also healthy for the employment of more beginner teachers who will be guided and led by the same 
teachers who were professionally sustained.  
The recommendations made in the research study are closely related to teacher development in 
relation to mentorship and induction. However, it is important to look at these aspects through 
the lens of professional identity. Beginner teachers need to be able to see and understand that 
these aspects are influences that either hinder or enhance their ability to negotiate their 
professional identities.  
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Induction can be implemented in the form of introducing a beginner teacher to the lifestyle of 
how they are expected to grow into their professionalism, as well as growing in personal capacity 
outside of their professional identity. Mentorship is a part of how beginner teachers are 
welcomed into their communities of practice as well as the teaching industry at large, having 
their expectations addressed and being able to partner with a veteran teacher who will be able to 
share their skills and advice. In addition, “Exploring how teachers acquire understanding of their 
own roles and identities as knowledgeable professionals, this requires interactive exchange 
between teacher educators and student teachers, in order to capture the diversity of student 
teachers' contexts and experiences” (Samuel, 2002, pp.255-258, cited in Parker & Deacon, 2017, 
pp.48-50).  
6.2.1 Self-Regulated Learning 
Self-regulated learning infers taking responsibility for what and how to learn by self-directing or 
self-steering one’s thinking and actions (Boekaerts, 2006; Hartman, 2001). It is in the interest of 
the beginner teacher to have a goal-driven attitude which will motivate them to want to be the 
type of teacher who is self-sufficient and able to go beyond the call of duty. Self-regulation takes 
place when the teacher is able to foster a healthy teaching and working environment by giving 
explicit instructions, and adapting lessons to the needs of their learners to produce positive 
results (Deed, 2010).  
Self-regulation has been extensively researched in relation to learning styles, metacognitive and 
cognitive processes, goal-directed behavior, motivation, and learning contexts (Boekaerts, 1999). 
Recent research literature has emphasized that explicit instructions about self-regulatory 
strategies are likely to improve student engagement, learning, and performance (Askell-Williams 
& Lawson, 2005; Veenman, Van Hout-Wolters, & Aferback, 2006). In addition, self-regulation 
underpins pedagogical approaches including problem based, student-centered, and enquiry based 
approaches to learning (Paris & Paris, 2001; Deed, 2010). 
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6.2.2 Induction for Beginner Teachers  
It is highly recommended that mentorship and induction programmes be created for beginner 
teachers. This will help induct them into the teaching profession in the context of their place of 
employment by giving them all the necessary information they need to know about the day-to-
day running of a classroom – most of the administrative work is not taught at the teacher training 
level because every school has their own administration system. The implementation of an 
induction programme is a productive way of introducing the beginner teacher to the schools’ 
cultural environment and ethos. This will afford them the opportunity to learn what is expected 
of them from the school and its leadership, as well as giving the beginner teacher a platform to 
voice their expectations as well as those of their team. The induction process goes beyond 
learning how to use various resources in the classroom and learning about school culture; it 
stems into the ability to understand and get to know the beginner teacher as an individual. This 
affords the opportunity to get to know their needs, personality, character strengths and 
weaknesses, as well as how to better support them in the early years of teaching. This will serve 
as a provision to support beginner teachers when applying their theoretical knowledge and 
previous classroom experience learned during their TE and adapting it for a full-time in-service 
position.  
6.2.3 Mentorship for Beginner Teachers 
Mentors have specific skills and have more than competence and ability; they have a 
desire to share their skills and knowledge with others. Furthermore, mentors are people 
who have a special and helpful effect on the lives of their trainees. The effect that 
mentors have on people’s lives can range from showing someone how to do something 
to acting as a ‘role model’ by setting standards of behavior and conduct which are 
inspiring to all concerned. Among others, what mentors do is to teach the mentees how 
to reflect (USWE, 1999 cited in Msila, 2012, p.49). 
 
Mentorship opportunities should be available to beginner teachers so that they have a mentor 
who they can learn from and lean on for professional and emotional support related to their 
teaching duties.  
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 Having someone to ask for advice, share ideas with, and ask questions may be the one thing that 
helps that beginner teacher get through the year, term, month, and even the day in the life of a 
professional teacher. Many beginner teachers burn out before they even settle into their careers 
because they think that they can handle everything at once, and they cannot. They need support 
and guidance from veteran teachers who have been teaching for many years, as well as peer 
support from other beginner teachers who can share the same experiences. Having the 
opportunity to share advice and expertise with veteran teachers who have been teaching for many 
years could have a positive influence on the beginner teacher as there would be common ground 
in understanding that the early years of teaching are crucial to the beginner teachers’ professional 
identity negotiation. Having guidance from a mentor who plays the role of an advisor could also 
have an even bigger influence on their decision to stay in the teaching profession and learn how 
to cope and adapt to their communities of practice.  
6.2.4 How to Teach First and Second Additional English Language Learners 
Teacher training institutions would benefit largely from implementing a second additional 
English language teaching component to their curricula, and this will also aid the beginner 
teachers’ ability to differentiate between EFAL and ESAL learners. The majority of the learners 
in this country speak African languages and English is not their home language, making teaching 
EHL to ESAL speakers very difficult. There are teaching and learning methods that are specific 
to the different levels of proficiency, which would benefit all the parties involved. There are 
certain teaching strategies and resources that require formal training to understand and be 
effective in the teaching and learning process. Having an additional course that caters to this 
particular need in the teacher training curriculum would benefit most, if not all, classroom 
contexts within the South African context. Beginner teachers need to have a full understanding 
and ability to communicate to and with their learners in order to have effective teaching and 
learning experiences in the classroom, on the playground, and in the other spaces they may find 
themselves interacting with learners. Teacher educators negate the fact that they teach to an 
assumed context, yet the majority of the teachers in training require the training needed to teach 
to EFAL and ESAL speaking learners. EHL speaking learners are in the minority in relation to 
the ratio of learners in the classroom.  
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It would be beneficial for EFAL teacher training strategies to be explored at teacher training 
institutions, other studies as well as future studies in light of understanding how to enhance the 
teaching and learning in the multilingual context taking into consideration the complexities of a 
linguistically diverse context such as this one, concerning South African schools.  
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6.4 Appendices 
6.4.1 Appendix 1:                 Masters Research Schedule  
 
Date Research Process 
23 May 2016 
 
Submission of Chapter One (Introduction) and Chapter Five 
(Overview, Recommendations and Limitations) of research report to 
supervisor. 
24th - 27th  
May 2016 
Physical submission of introduction letters to the principals of two 
Primary Schools in Johannesburg, including an attachment of the 
principal consent form. Allow one week for response. 
1st – 10th  
June 2016 
Set up short introductory meetings with principals and Foundation 
Phase teachers that have been chosen as participants. I will hand out 
the teacher consent forms. 
 
  
13th – 24th June 
2016 
Will have collected teacher consent forms from both schools. 
 
Will meet with the chosen Foundation Phase teachers to arrange the 
setting up of the schedules for the preliminary interviews. 
27th June- 15th July 
2016 
Framework of Chapter 3 (Findings and Discussions) to be submitted 
on the 20th of July 
25th – 29th 
 July 2016 
Classroom Observations 
25th July 2016 Rivoningo’s Classroom Observation 
26th July 2016 Samuel’s Classroom Observation 
28th July 2016 Analysis of classroom observations 
3rd – 12th August 2016 Interview One 
8th August 2016 Preliminary interview with Rivoningo 
10th August 2016 Preliminary interview with Samuel 
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12th August 2016 
Submission of Chapter Two (Review of the Literature) and Chapter 
Three (Research Design) of the research report. 
15th – 26th August 2016 
Transcription of audio-recorded preliminary interviews will be 
completed followed by formal final interviews. 
29th – 31st August 2016 Interview Two 
29th August 2016 Final Interview with Rivoningo and Samuel 
31st  August 2016 Final interview with Rivoningo and Samuel 
1st –30th September 
2016 
Transcription of interviews (audiotapes) and continuation of data 
analysis. 
19th October 2016 
Triangulation of the data will take place, as well as the extrapolation 
of themes relevant to the research questions.  
27th  October 2016 
Final submission of Chapter Four (Findings and Discussion) to 
supervisor. 
10th November 2016 Meet with supervisor to discuss Chapter Four 
24th November 2016 Submission of final amendments to the research project to supervisor. 
31st March 2017 
Formal submission of the final draft of the research report to the 
Faculty of Humanities at Wits School of Education. 
25th March 2017 Applied for a submission  extension 
March 2017 Extension was granted 
 Interview Three 
April 2017 Additional Interview with Rivoningo  
April 2017 Additional Interview with Samuel 
April 2017 
Transcription of interviews (audiotapes) and continuation of data 
analysis. 
April 2017 
Triangulation of the data will take place, as well as the extrapolation 
of themes relevant to the research questions.  
April 2017 Meet with supervisor to discuss Chapter Four 
 April 2017 Final submission of Chapter Five to supervisor. 
May 2017 Meet with supervisor to discuss Chapter Five corrections 
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May 2017 
Use Chapter Five findings to begin Chapter Six (Recommendations 
and Conclusion 
May 2017 Final submission of Chapter Six to supervisor. 
May 2017 Meet with supervisor to discuss Chapter Five corrections 
May 2017 Send final draft of Research Report to professional academic editor 
May 2017 
Receive final draft back from the professional academic editor – 
make the suggested corrections  
May 2017 
Final submission of final draft edited and corrected to supervisor to 
proof read before final submission. 
26 May 2017 
Formal submission of the final draft of the Research Report to the 
Faculty of Humanities at Wits School of Education. 
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6.4.2   Appendix 2:  
Interview Questions 
 
Interview One: Beginner Teacher Questions About Self’ 
1. Why did you become a FP teacher?  
2. How would you describe your FP classroom?  
3. Do you think your FP classroom is visually stimulating? 
4. What inspired the manner in which you have set up your classroom?  
5. In what way do you think your classroom reflects your identity as a beginner FP teacher?  
6. What else do you think influences the way you think about the way you organise your 
classroom?  
7. Is there anything you would want to change in your classroom? 
 
Interview Two: Masters Interview Questions about Identity 
1. What has influenced your identity as a FP teacher the most? Refer to your training and 
your working context and classroom dynamics. 
2. What has influenced your identity as a FP teacher the most, from your personal life? 
3. How does your context influence the manner in which you teach in the FP classroom? 
4. Do you think your context influence the manner in which your FP learners learn in the 
classroom? How? 
5. How can you improve the teaching and learning in your FP classroom context? 
6. What disadvantages do you face as a FP literacy teacher? 
7. Does your classroom experience speak to the theory and methodologies you learned at 
university? 
8. Do you think your teacher identity as a professional is important? Why/why not? 
9. What do you enjoy the most about being a FP teacher? Why? 
10. What don’t you enjoy about being a FP teacher? Why? 
11. What in your opinion would be a negative implication for not being given the right form 
of support in your beginning years of teaching?  
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Interview Three: Questions Related to Experiences as a Teacher:  
1. Tell me about your initial teacher training and your initial experiences as a teacher (i.e., 
the facts about your university education)  
2. How would you describe your professional and personal identities? Do you see these 
identities as separate, the same or interconnected? Explain. 
3. What do you consider your strengths and weaknesses to be in your first three years of 
teaching in the Foundation Phase?  
4. How do you think these experiences contributed towards the manner in which you view 
teaching and learning in the Foundation Phase? How has this shaped the way you think 
about FP teaching and learning? 
5. How have your strengths and weaknesses transformed over time?  
6. Have you had any other work experience or practice besides teaching that may have 
affected your teaching style or teaching viewpoint? In what way? What factors have 
played a role?  
7. What was the “best” lesson or activity that you taught in the Foundation Phase?  
8. What was the “worst” lesson or activity that you had? What factors played a role in 
success or lack of success?  
9. How do you think the above-mentioned factors and/or experiences affected the 
development of your teaching viewpoint and your beliefs about a good teacher / teaching 
in the Foundation Phase?  
Questions related to the re-construction of teacher identity:  
10 -  How do you think your early childhood experiences (at home and primary school) 
have influenced the way you perceive and think of yourself as a person and as a 
Foundation Phase teacher?  
11 -  What links do you see between the way you saw your parents as a child and the way 
you see your values, beliefs, aspirations, professional and personal relationships that 
currently exist?  
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12 -  What links are you aware of between your life experiences (personal and 
professional) and who you are as a beginner Foundation Phase teacher?  
13 - Could you give me an example of a situation where you think your own 
beliefs/assumptions had to be negotiated? That is, when were they challenged in your 
career? What choices did you have to make? Why? 
14 -  In what way do you think meaningful people (list their titles i.e.: mother, brother, 
spouse) in your personal and professional life have influenced the way you see yourself 
as a beginner Foundation Phase teacher (development of your teacher identity)?  
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6.4.3   Appendix 3  
Interview Transcriptions 
(I will scan the interview transcriptions and attach them, I hand wrote all my notes on them while 
will analyzing for themes)  
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6.4.4 Appendix 4 
Ethics Clearance Letter 
 
 
Wits School of Education  
 
27 St Andrews Road, Parktown, Johannesburg, 2193 Private Bag 3, Wits 2050, 
South Africa.  
Tel: +27 11 717-3064 Fax: +27 11 717-3100 E-mail: enquiries@educ.wits.ac.za 
Website: www.wits.ac.za  
6 September 2016 Student Number: 482489 Protocol Number: 
2016ECE033M  
Dear Thokozane Dyosini  
Application for ethics clearance: Master of Education  
Thank you very much for your ethics application. The Ethics Committee 
in Education of the Faculty of Humanities, acting on behalf of the 
Senate, has considered your application for ethics clearance for your 
proposal entitled:  
An investigation of how two beginner Foundation Phase literacy 
teachers negotiate their working contexts, identities and training.  
The committee recently met and I am pleased to inform you that 
clearance was granted.  
Please use the above protocol number in all correspondence to the 
relevant research parties (schools, parents, learners etc.) and include it in 
your research report or project on the title page.  
The Protocol Number above should be submitted to the Graduate 
Studies in Education Committee upon submission of your final research 
report.  
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All the best with your research project. Yours sincerely,  
Wits School of Education 011 717-3416  
cc Supervisor – Dr’s Navan Govender and Jean Reid  
   
Wits School of Education  
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6.4.5 Appendix 5  
GDE Research Approval Letter 
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6.4.6 Appendix 6                 
LETTER TO THE PRINCIPAL 
 
DATE:_____________________ 
 
Dear ___________________________________ 
 
My name is Thokozane Princess Dyosini I am a Masters student in the School of Education at 
the University of the Witwatersrand. 
 
I am doing research on “An investigation of how beginner Foundation Phase literacy teachers 
negotiate their professional identities”.  
 
My research involves:  
My main objective is to answer the question “How do beginner Foundation Phase literacy 
teachersnegotiate their professional identities?”. I will attempt to answer this question by 
investigating beginner literacy teachers classroom spaces, taking field notes about what I observe 
in and around the classroom in the absence of the learners as this research is concerned with the 
teachers professional working,  in-service teacher identities. The participants will be formally 
and informally interviewed, and their classrooms will be used as part of the classroom 
observation as an artefact, where the layout and literacy structures are examined.  
 
I intend to ask the participants for their consent to take photographs of their classroom spaces 
and take field notes of my observations. I have chosen your school because it has a good 
reputation of having good teachers and I would like to work together with you by inviting your 
school to participate in the completion of this Masters research project. 
 
The research participants will not be advantaged or disadvantaged in any way. They will be 
reassured that they can withdraw their permission at any time during this research project 
without any penalty. There are no foreseeable risks in participating in this study. The participants 
will not be paid for this study. Their names and the identity of the school will be kept 
confidential at all times and in all academic writing about the study. Your individual privacy will 
be maintained in all published and written data resulting from the study.   
 
All research data will be destroyed between 3-5 years after completion of the project. Please let 
me know if you require any further information. I look forward to your response as soon as is 
convenient. 
 
Yours sincerely,  
 
SIGNATURE:_______________________ 
NAME: Thokozane Princess Dyosini 
ADDRESS: 49 Hurricane Street, Ormonde View, Johannesburg, 2091. 
EMAIL: tdyosini@gmail.com 
TELEPHONE NUMBERS: 0843419429  
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6.4.6 Appendix 6                 
 
LETTER TO THE SGB Chair 
 
DATE:________________________ 
 
Dear ___________________________________ 
 
My name is Thokozane Princess Dyosini I am a Masters student in the School of Education at 
the University of the Witwatersrand. 
 
I am doing research on “An investigation of how beginner Foundation Phase literacy teachers 
negotiate their professional identities”.  
 
My research involves:  
My main objective is to answer the question “How do beginner Foundation Phase literacy 
teachersnegotiate their professional identities?”. I will attempt to answer this question by 
investigating beginner literacy teachers classroom spaces, taking field notes about what I observe 
in and around the classroom in the absence of the learners as this research is concerned with the 
teachers professional working,  in-service teacher identities. The participants will be formally 
and informally interviewed, and their classrooms will be used as part of the classroom 
observation as an artefact, where the layout and literacy structures are examined. 
 
I intend to ask the participants for their consent to take photographs of their classroom spaces 
and take field notes of my observations. I have chosen your school because it has a good 
reputation of having good teachers and I would like to work together with you by inviting your 
school to participate in the completion of this Masters research project. 
 
The research participants will not be advantaged or disadvantaged in any way. They will be 
reassured that they can withdraw their permission at any time during this research project 
without any penalty. There are no foreseeable risks in participating in this study. The participants 
will not be paid for this study. Their names and the identity of the school will be kept 
confidential at all times and in all academic writing about the study. Your individual privacy will 
be maintained in all published and written data resulting from the study.   
 
All research data will be destroyed between 3-5 years after completion of the project. Please let 
me know if you require any further information. I look forward to your response as soon as is 
convenient. 
 
Yours sincerely,  
 
SIGNATURE:_________________________ 
NAME: Thokozane Princess Dyosini 
ADDRESS: 49 Hurricane Street, Ormonde View, Johannesburg, 2091. 
EMAIL: tdyosini@gmail.com 
TELEPHONE NUMBERS: 0843419429 
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6.4.7 Appendix 7 
 
INFORMATION SHEET TEACHERS 
 
DATE:___________________ 
 
Dear_____________________________________ 
 
My name is Thokozane Princess Dyosini and I am a Masters student in the School of Education 
at the University of the Witwatersrand. 
 
I am doing research on “An investigation of how beginner Foundation Phase literacy teachers 
negotiate their professional identities”. 
 
 
My research involves:  
My main objective is to answer the question “How do beginner Foundation Phase literacy 
teachersnegotiate their professional identities?”. I will attempt to answer this question by 
investigating beginner literacy teachers classroom spaces, taking field notes about what I observe 
in and around the classroom in the absence of the learners as this research is concerned with the 
teachers professional working,  in-service teacher identities. The participants will be formally 
and informally interviewed, and their classrooms will be used as part of the classroom 
observation as an artefact, where the layout and literacy structures are examined.  
 
I intend to ask the participants for their consent to take photographs of their classroom spaces 
and take field notes of my observations. I have chosen your school because it has a good 
reputation of having good teachers and I would like to work together with you by inviting your 
school to participate in the completion of this Masters research project. Your name and identity 
will be kept confidential at all times and in all academic writing about the study. Your individual 
privacy will be maintained in all published and written data resulting from the study.   
 
All research data will be destroyed between 3-5 years after completion of the project. You will 
not be advantaged or disadvantaged in any way. Your participation is voluntary, so you can 
withdraw your permission at any time during this project without any penalty. There are no 
foreseeable risks in participating and you will not be paid for this study.  
 
Please let me know if you require any further information. Thank you very much for your help.   
 
Yours sincerely, 
 
SIGNATURE:_______________________ 
NAME: Thokozane Princess Dyosini 
ADDRESS: 49 Hurricane Street, Ormonde View, Johannesburg, 2091. 
EMAIL: tdyosini@gmail.com 
TELEPHONE NUMBERS: 0843419429 
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6.4.8 Appendix 8 
Teacher’s Consent Form 
 
Please fill in and return the reply slip below indicating your willingness to be a participant in my 
voluntary research project called: “An investigation of how two beginner Foundation Phase 
literacy teachers negotiate their working contexts, identities and training”. I intend to ask the 
participants for their consent to take photographs of their classroom spaces and take field notes 
of my observations. 
 
 
 I, ______________________________________ give my consent for the following: 
 
Permission to review/collect documents/artifacts Circle one         
I agree that classroom contents and literacy resources and books can be used for this study only.  
                                                                                                                               YES/NO  
Permission to be audiotaped 
 I agree to be audiotaped during the interview or observation lesson    YES/NO  
 I know that the audiotapes will be used for this project only    YES/NO 
 
Permission to be interviewed 
 I would like to be interviewed for this study.   YES/NO  
 I know that I can stop the interview at any time and don’t have to  
 answer all the questions asked.    YES/NO 
 
Permission to be photographed 
 I agree have my classroom photographed during the study.  YES/NO  
 I know that I can stop this permission at any time.  YES/NO 
 I know that the photos will be used for this project only.    YES/NO 
     I agree that field notes will be takes on the classroom spaces                              YES/NO 
 
Informed Consent   
I understand that: 
• my name and information will be kept confidential and safe and that my name and the 
name of my school will not be revealed.  
• I do not have to answer every question and can withdraw from the study at any time. 
• I can ask not to be audiotaped, photographed and/or videotape  
• all the data collected during this study will be destroyed within 3-5 years after completion 
of my project. 
 
 
 
Sign_____________________________    Date___________________________  
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6.4.9 Appendix 9 
 
 
Letter from Academic Editor 
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6.4.10 Appendix 10 
Declaration of Original Work 
 
I, Thokozane Princess Dyosini, know and accept that this is all my own work, and that 
plagiarism is dishonest, credit has been given to all the sources used in this research study.  
 
• I declare that the attached research report is my own work. 
• I have acknowledged all the direct quotations and paraphrased ideas. 
• I have provided a complete alphabetized reference list, as required by the APA method of 
referencing (described in the Referencing Handbook).  
• I have not allowed, and will not allow, anyone to copy my work with the intention of 
passing it off as his or her own work.  
• I understand that the University of the Witwatersrand will take disciplinary action against 
me if evidence suggests that this is not my own unaided work or that I failed to 
acknowledge the source of the ideas or words in my writing.  
 
 
Signed: ___________________________ 
 
Date: ____________________________  
 
 
 
 
 
 
 
 
 
